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ABSTRACT 
 
The shift from teacher-centred to learner-centred teaching approaches is one of the 
aspects embarked on to address quality issues in delivery of secondary education 
in Tanzania. The basis for a shift in teaching paradigm has been motivated by the 
need for learners to effectively engage in the knowledge construction process.This 
thesis reports the findings about Learner-Centred Teaching (LCT) in Tanzania 
from the perceptions and experiences of secondary school geography teachers. 
Applying a lens of a critical perspective (CP) approach as a theoretical 
framework, the study sought to respond to the major question: how do geography 
teachers perceive and experience regarding Learner-Centred Teaching in 
Tanzania’s secondary school?  The main question was guided by four sub-
research questions which included: how do geography teachers in Tanzania 
understand LCT?; how does a teacher’s pedagogical reasoning and decision-
making during the planning process reflect LCT beliefs?; how does a teacher’s 
teaching practice reflect LCT beliefs?; and how does a teacher’s evaluation of 
classroom instructional practices place the learner at the centre of instruction? The 
research focus was to assess the implementation of LCT approach as advocated by 
the educational policy and the mandated curriculum documents. 
 
The study utilised the interpretive and constructivist qualitative case study 
approach involving nine case studies purposely selected from three research sites. 
The data were collected using semi-structured interviews, classroom observations 
and detailed reviews of teachers’ own teaching portfolios. Applying an 
interpretive generative inductive data analysis approach, data were analysed based 
on the specific meaning patterns that were emerging from individual case studies. 
Themes were developed by comparing and contrasting meaning patterns within 
and across case studies.  
 
Findings presented aspects which influence teachers’ practices of LCT including: 
the constructivist view of knowledge construction, role of language and cultural 
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context in LCT, teacher-students’ power relation, and the nature of the 
curriculum. Other aspects raised include: teachers’ substantive and syntactic 
knowledge and classroom organisation and management. The study also presents 
some dilemmas against implementation of LCT. These dilemmas include 
language barrier, class sizes; curriculum design; and teacher shortage, and 
shortage of instructional resources. Other dilemmas include: lack of both in-
service training for LCT and cultural-context specific curriculum relevance.  
 
The researcher recommends the need to address dilemmas in the implementation 
of LCT approaches such as: class sizes, curriculum design, and teacher shortage; 
shortage of instructional resources and facilities; and the medium of instruction; 
geography curriculum should be designed to allow teachers’ flexibility; and 
teachers’ need of mastery in the substantive and syntactic knowledge. Other 
recommendations include: teachers’ need of in-service training regarding the 
conceptual and theoretical understanding of LCT, its approaches, and application 
in geography classrooms; teachers’ use of an integrated-formative evaluation and 
assessment approaches; and the need of further research on aspects around the 
same topic, taking into consideration different theoretical orientations and 
methodological approaches. 
 
The study contributes knowledge to the international literature regarding LCT and 
its implementation complexities from the developing economy’s perspectives. In 
particular, the study contributes to the understanding of LCT from a CP 
theoretical framework. It also provides an avenue for debate and consideration on 
the importance of initial and in-service teacher education, the curriculum, and the 
need to integrate learners’ culture for effective implementation of LCT. The 
researcher has developed three models to support the practice of LCT. These are: 
the constructivist learning process; an integrated LCT based curriculum; and the 
classroom organisation and management framework models. 
 
 
ix 
 
ACKNOWLEDGEMENTS 
 
This thesis is the end of my four year long journey in obtaining my PhD. This end 
is the result of efforts and commitments of both the researcher and other people 
who in one way or another were involved in my study. I am therefore indebted to 
all those who resulted in this achievement. Since I cannot mention them all, I wish 
to particularly appreciate the following on behalf of all people who devoted their 
time, thought, and resources to ensure my PhD journey was successfully 
concluded.  
 
I first of all, thank the management of the Open University of Tanzania (OUT) for 
granting me study leave permission of which without it, it could have been 
impossible to reach this climax. The OUT management decision to allow me to 
pursue a PhD cannot be taken for granted. I promise to deliver my service to the 
expectation of the OUT management and the wider community. I also wish to 
thank the Iringa Municipal Director for giving me permission to undertake my 
study in the region. I thank the schools, teachers, and students who made my data 
collection possible. I could not have completed my field work without their 
readiness and consent to participate in the study.  
 
My PhD programme was funded by Research Trust Doctoral Assistantship 
Scholarships (VUWDASs) of Victoria University of Wellington. I gratefully 
appreciate the Victoria University of Wellington (New Zealand) for the 
scholarship which enabled me to undertake a full time PhD programme at the 
University and field research in Tanzania. The scholarship also enabled me to 
attend and present a scholarly paper at Kenyatta University International 
Conference for Educational Reforms and Innovations in Enhancing Quality and 
Equity, 20-22 February 2012.  
 
My special thanks and appreciation are accorded to my principal supervisor 
Professor Wally Penetito (PhD) for his advice and guidance during my doctoral 
research period. As my supervisor, he always guided me to be focused on the 
thesis argumentation while raising critical issues to augment the existing body of 
x 
 
knowledge. His critiques helped me to broadly think about my study and thus gain 
confidence and a sense of study ownership.  
 
I acknowledge the intellectual support from my secondary supervisor Dr Louise 
Starkey for her supervision and rich contribution throughout my entire course of 
study. Her deeper understanding of classroom processes and an extensive 
experience in educational research and critical reflection on my study made her a 
rich resource scholar for this thesis. Dr Starkey emphasised clarity and coherence 
of work that led to the compatibility between research aspects and chapters. 
Special thanks and appreciations are accorded to my thesis examiners: Associate 
Prof. Anangisye Sambo from the University of Dar Es Salaam (Tanzania), Dr. 
Greg Burnett from the University of Otago (New Zealand), and Dr. Anne Hynds 
from the Victoria University of Wellington (New Zealand). Their examination 
feedback formed a rich researcher’s experience that enabled modification of the 
thesis from different thinking perspectives. Similar appreciation is accorded to the 
chair of the oral examination panel Prof. Paul Morris from the Victoria University 
of Wellington (New Zealand). Also, my kind appreciation is accorded to Beth 
Thomas who proofread this thesis.  
 
In completing this PhD journey, I was accorded with support from the offices of 
post-graduate and the school of Te-Kura Maori. I thus take this opportunity to 
acknowledge Sheila, Alix and Pine for their kind and tireless administrative 
support to me in particular and the post-graduate students in general.  
 
Furthermore, I would like to thank my wife, Feida for her patience and support 
especially during my study period. I understand that a PhD programme is pursued 
by a human being who needs to be nurtured, cared for, and always encouraged. 
My wife provided that kind of support in her usual generous, loving way. Besides 
her professional and career responsibilities, she also managed family 
responsibilities. I thank my daughters Christina, Prudensiana and Kandida for 
their patience during all the time of my absence. My parents, brothers and sisters 
have always been encouraging and praying for my achievement. I am so grateful 
to have them.  
 
xi 
 
I also thank my fellow post-graduate students for their academic and social 
interactions which formed a significant development of my thesis. More 
importantly, my colleagues contributed much to my global educational 
experience. Lastly, by order of appreciation, I do acknowledge the social network 
links and bloggers for enriching me with current socio-economic and political 
information on Tanzania in particular and globally. In this I would like to mention 
the jamii forums, Ludewa@yahoogroups.comand Francis Godwin, Mjengwa and 
Michuzi blogs. I have gained abundant knowledge from these links which enabled 
me to feel as if I was doing my study at home. 
xii 
 
 
DEDICATION 
This thesis is dedicated to my wife, Feida, my late son Reagan, my daughters: 
Christina, Prudensiana, and Kandida. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
13 
 
CHAPTER 1 
THE CONTEXT AND THE NATURE OF THE STUDY 
Introduction 
This chapter introduces the thesis. The thesis examines the implementation of LCT 
approaches as directed by the 2005 competence-based curriculum. It examines the 
implementation of LCT from the perceptions and experiences of a group of 
secondary school geography teachers in Tanzania. As opposed to the teacher-centred 
teaching, LCT is a competence-based instructional approach which seeks teachers’ 
active involvement of students in the classroom processes with emphasis on students’ 
learning. Therefore, central to change in pedagogical orientation was the need to 
empower students through enhanced critical and reflective thoughts resulting from 
the integration of life experience they bring to school. Promoting students’ creative, 
critical thinking, and problem-solving skills, the focus of LCT is to provide 
opportunities for students to construct knowledge and apply it beyond the school. 
Guided by the critical perspective approach (CP) as a theoretical framework, the 
thesis examines the implementation of LCT from the perceptions and experience of 
secondary school geography teachers. 
The chapter constitutes eleven sections: the introduction; the context of the study; 
historical overview of Tanzania’s education; and its current structure. Other sections 
include: the role and position of geography in Tanzania; the research background; 
curriculum transformation; the research problem and research questions; research 
significance; statement of the researcher’s position; and the chapter summary. 
 
The Context of the Study 
The United Republic of Tanzania (URT) represents the context of this study. The 
URT is a country that belongs to the world’s developing economies. Formed in April 
1964, the URT came into existence after the union of two independent countries 
namely Tanganyika and Zanzibar (Kitta, 2004). According to Kitta, Tanganyika, the 
British mandated territory became independent on December 9th 1961 whereas, 
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Zanzibar gained its independence after the demise of Arabs’ regime following the 
January 1962 Zanzibar Revolution. Immediately after independence of these 
countries, both Tanganyika and Zanzibar experienced serious socio-economic 
difficulties that resulted in massive poverty, increased diseases, and ignorance. It is 
argued that the post-colonial socio-economic conditions (Kitta, 2004) spearheaded 
the unification of Tanganyika and Zanzibar in 1964. This argument is also supported 
by Mushi (2012) when he explains that the need for increased resources mobilisation, 
socio-economic development, and internal and international security influenced the 
founder leaders for Tanganyika and Zanzibar to unite the two countries leading to the 
birth of the United Republic of Tanzania. Therefore, it could be agreed that the union 
of Tanganyika and Zanzibar was influenced by their both, similar colonial influence 
and socio-economic backgrounds. The United Republic of Tanzania (URT) is located 
in the central eastern part of Africa. It is one of the five countries that form the East 
African Community. Other countries in the East African Community include Kenya, 
Uganda, Rwanda, and Burundi. 
 
The 2012 national census place the URT at a population of 44 million (URT, 2012). 
The Agriculture is the country’s major economic activity that employs about 80 
percent of the workforce and contributes half the Gross Domestic Product (GDP) 
(URT, 2012). Other economic activities according to the 2012 URT’s national census 
report include tourism, mining, and small scale processing industries such as food, 
textiles, and timber. Immediate after independence, it was observed that the 
education provided since the birth of the United Republic of Tanzania, was still 
characterised by the colonial education legacy. The post colonial education was 
provided not only on the basis of socio-economic, cultural, and political status of 
individuals, it was also not relevant to the Tanzania’s society. The education was 
more theoretical than practical lacking linkage of what is learned in school and 
students’ real life (Mushi, 2012). Mushi equates Tanzania’s education immediate 
after independence with the colonial education.  
 
According to Mushi, the education provided soon after independence presented 
similar limitations to that provided during colonialism. He states that the education 
immediate after independence was provided not only on class basis, its curriculum 
was also not adequate in terms of depth, relevance, as well as comprehensiveness. 
15 
 
This could mean that the post-colonial education perpetuated the aims and objectives 
of the colonial education i.e. preparing few individuals to serve their masters. 
Considering the limitations of the Tanzania education immediate after independence, 
the former president of Tanzania mwalimu (teacher) J.K. Nyerere in the year 1967 
developed the Education for Self-Reliance (ESR) as a philosophy and policy 
instrument to address the challenges of education inherited from the colonial 
education and provide guideline for planning and provision of education according to 
the learners’ and society needs. The Education for Self-Reliance (ESR) according to 
Mushi (2012) critiqued the colonial education stating that its curriculum was not 
developed to enhance learners’ acquisition of multiple skills; it instead, aimed to 
impose the colonial cultures and educate few people to serve the colonial 
administration. 
 
Given this emphasis, it is correct to say that the post colonial education was not 
relevant and applicable to socio-economic demands of the Tanzania’s society. 
Therefore, the ESR was introduced in order to challenge and improve the education 
system that was inherited from the colonial legacy. The ESR emphasised the 
integration of education and societal real life. According to Nyerere (1967), there 
was a need for education to be integrated with community life and used as an 
important agent for socio-economic, cultural and political development.  
 
However, despite the efforts undertaken to address the challenges of education 
provision in Tanzania immediate after independence, two decades later (1980s) the 
URT experienced the decline of education in terms of access, quality, and equity 
(Kitta, 2004). Kitta (2004) argued that the decline in the provision of education was 
caused by the economic crisis and reforms that placed structural and financial 
limitations in the provision of education services especially in the developing 
economies such as Tanzania. One of the major reforms that were meant to respond to 
the economic crisis was cost sharing. Cost sharing (Kitta, 2004) demanded people to 
contribute the services they get including education. Unfortunately this new policy 
according to Kitta (2004) and Mushi (2012) did not consider how the reforms 
affected people’s economic production capacity and their ability to contribute to the 
services. As a result, many people failed to pay for their children’s education, the 
situation that subsequently accelerated dropout and absenteeism rate. Mushi (2012) 
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explains about the effect of the 1980s socio-economic reforms on education stating 
that the reforms not only created social stratification on access to and acquisition of 
education; but also the reforms resulted in many parents not sending their children to 
school. This then drastically decreased enrolment rate that subsequently increased the 
illiterate rate (Mushi, 2012).  
 
Mtitu (2008) critically presents that the financial limitation and complexities in 
educational planning and its provision in Tanzania was influenced by the global 
economic liquidation and the subsequent socio-economic reforms. According to 
Mtitu, the continued global socio-economic reforms have been adversely impacting 
the education systems of the developing economies including Tanzania. Mtitu 
suggests that many of these reforms have been associated with conditional ties 
attached in the aids and funding from the multilateral companies and International 
Monetary Fund and the World Bank (Mtitu, 2008). Mtitu is of the opinion that unless 
the challenges of the Western influences on the Tanzania’s education system are 
adequately addressed, the provision of quality education will remain in vain.  
 
Historical overview of education 
Background to local pre-colonial context (elders, transmission, and 
indigenous pedagogies) 
Bunyi (2006) presents a critique against the colonialists’ belief that before their 
coming to Africa, Africans were purely uneducated and uncivilised due to the 
absence of African based education systems. According to Bunyi, before the colonial 
influence in Africa, Africans had their own ways of education provision to the young 
people. Bunyi explains that though African education before colonialists was not 
formalised i.e. it had no organised curriculum, school infrastructures, professional 
teachers, and formal education management systems and structures; the pre-colonial 
Africa education was relevant, useful, and well linked to the learners’ real life.  
Bunyi explains further about the pre-colonial African education suggesting that it 
was worthwhile as it was provided according to the needs and individuals’ roles, and 
interests (Bunyi, 2006). The colonial belief that Africans were uneducated during the 
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colonial imposition in Africa is also argued against by other scholars including 
Diallo (1997). According to Diallo, Africa had already developed an advanced 
civilisation and effective African based methods and approaches of educating its 
people even before the arrival of Europeans. Diallo provides some examples of how 
education was provided during pre-colonial period suggesting that elders (men and 
women) based on their different responsibilities had the role of transmitting 
knowledge, values, and customs to their children. As also noted before, the pre-
colonial African education was provided according to the needs of the time, that is, it 
was intended to solve a particular problem or train individuals to take up potential 
societal roles. Bunyi (2006) says of pre-colonial African education (informal) that it 
built the philosophical foundation of the nature of today’s formal education in terms 
of purpose and scope. According to Bunyi, African formal education systems were 
preceded by informal methods that guided the provision of education.  
 
In Tanzania for example, pre-colonial African education system aimed at enhancing 
in the children the values of hospitality, bravery, the dignity of labour, respect for 
elders, and communal life (Diallo, 1997). Diallo’s contention regarding the aim and 
nature of provision of the pre-colonial African education suggests that the pre-
colonial education was based on inheritance and continuity from one generation to 
another. This could mean that the pre-colonial African education was provided on the 
basis of a life long process. The pre-colonial African education was not only 
integrated in the day to day community activities but also it was continually provided 
as from birth to cradle (Mushi, 2012). Mushi characterises the pre-colonial education 
when he states ‘traditional education was not separated from other spheres of 
community activity. It was the whole life of the community and did not take place at a 
‘special time of a day or life’ but all day and almost every day throughout life’ (p. 
35). This means that the pre-colonial African education was holistic in nature, that is, 
it prepared the child for a complete life. 
 
Siwale and Seif, (1997) also explain that during the pre-colonial period in Tanzania, 
children learnt what they lived. They further argue that children learnt through 
practical orientation based on their routine activities. Siwale’s and Seif’s assertion is 
also supported by Dlamini (2008) who reiterates that during the pre-colonial period, 
children learnt by doing, actively engaging in participatory education through 
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ceremonies, rituals, imitation, recitation, and demonstration. This could mean that 
children learnt through imitating what their elders did. Dlamini provides examples of 
how children were involved in the day to day activities according to sex suggesting 
that when men worked, hunted, or played, boys would imitate. Likewise, daughters 
were asked to imitate women activities with expectation they will eventually practice 
by themselves (Dlamini, 2008). Therefore, in terms of teaching and learning 
approaches used, it could be logically agreed that they were based on learners’ 
involvement in field activities through direct observation and practice. The 
significant pre-colonial educational challenge was the transmission of the readymade 
curriculum content from generation to generation. This transmission approach 
seemed to limit learners’ sharing of their lived experiences and therefore the 
approach did not promote learners’ creativity, critical thinking, and problem solving 
at higher levels. 
 
One of the features of the pre-colonial African education curriculum was its use of 
the mother tongue as medium of instruction (Siwale & Sefu, 1977). Different from 
the colonial and post-colonial period where English was used as the medium of 
instruction, during pre-colonial period, elders used their tribal languages to educate 
their children. Siwale and Sefu argued that the use of the mother tongue languages 
enhanced not only children’s understanding of the topic under discussion but also 
they promoted children effective participation on the topic. The use of the mother 
tongue based on tribe languages according to Siwale and Sefu (1977) resulted in the 
development of learning autonomy, self-confidence, critical thinking and initiative 
among learners. Similarly, Bunyi (2006) explains about the role of language in 
enhancing learning stating that when the topic is discussed using the learner’s first 
language it influences the learner to effectively constructs knowledge, i.e. easily 
internalising the topic by connecting the topic to the learner’s routinely activities. 
This means that learner’s first language promotes the learner to assimilate and 
confidently shares his/her learning experience resulting in the construction of new 
understanding of the topic. The learner’s freedom and flexibility in the teaching and 
learning process according to Bunyi promotes his/her critical thinking, creativity, and 
problem solving skills. More importantly, the first language promotes learner’s self-
confidence and encourages effective participation in the classroom processes. This 
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subsequently necessitates learners’ application of the acquired knowledge in their 
daily life i.e. learning to live.  
 
Studies further explain about other means of education provision during pre-colonial 
period. They include mass media such as tales, legends, whereby children learnt 
history, geography, natural sciences, astronomy, and other subjects (Siwale and Sefu, 
1997). Teaching according to Siwale and Sefu was mainly informal, though there 
were also elements of formal system. In the formal system (Kitta, 2004), elders with 
specific expertises offered special skills according to age, gender, sex, and 
individual’s possession of special ethics in the community. These elders according to 
Kitta included men and women in the village or clan who were assigned to transmit 
specialised knowledge to selected boys and girls as they grew up. This means that 
pre-colonial education was provided based on the individual’s sex, talents, and needs 
as from childhood to adulthood. The aim was to integrate children in the society’s 
life as a whole (Kitta, 2004).  
 
Given the nature and methods of education provision during pre-colonial period in 
Tanzania, it could be agreed that the indigenous education was provided to both 
sexes where, emphasis was focused on the responsibilities and relationships that 
were attached to each sex. In terms of methods, it could be argued that both teacher-
centred and learner-centred approaches were concurrently used. The elders were the 
source of knowledge to their children. Children learnt by doing and imitating what 
their elders did, and thus, the education provided reflected the day to day needs of the 
children and the community. According to Kelly (1999), indigenous education 
enabled children to learn survival skills through experiences and instructions from 
the elders thus effectively adapting to different environments. Despite all the merits 
of the pre-colonial education in Tanzania, the nature of education and its provision 
posed the need for serious critiques and challenges.  
 
The pre-colonial education system presented some structural and curriculum 
challenges. According to Siwale and Sefu (1977), the education developed 
conservative attitudes and superstition among children. Siwale and Sefu suggest that 
some curricular topics were secretly taught to one or a few individuals. They further 
explain their concern that important knowledge in medicine for example, was 
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transmitted to one or few members of the village or clan chosen by an expert 
according to individual’s specific characteristics including secrecy, memory, and 
interest. Thus in the event of an expert dying unexpectedly, valuable knowledge was 
not adequately passed on. The absence of writing in most cases challenged the 
capacity for abstraction and capitalisation of knowledge. Odora (1994) suggests that 
due to the absence of libraries and/or recorded words, people devised alternative 
ways of acquiring knowledge. These different ways of knowledge acquisition 
included learning from pictures that covered the walls of tombs, temples, and 
pyramids. They also used proverbs and writings on caves to construct and record 
knowledge (Odora, 1994). These forms and nature of knowledge acquisition during 
the pre-colonial period, presented a limit on the active engagement of children in the 
learning process. More importantly the system of education posed some features of 
curriculum inequalities and stratification among learners. 
Colonial period and the construction of local elites 
Literature presents that during the colonial period in Africa, education was provided 
according to societal stratification. According to Siwale and Sefu (1977), the 
stratification in the provision of education was determined by colour, socio-economic 
status, and educational needs of that time. The Arabs who mainly traded on slaves 
and ivory (Siwale & Sefu, 1977) settled along the coast where they taught Islamic 
education that aimed at converting people from different Christianity backgrounds 
Thus, the Arab education was mainly provided on the basis of sex where women 
were segregated in favour of men. Siwale and Sefu, say of Arabs that they made the 
converted believe that education for women was not necessary and that the place for 
women was the kitchen. Women were also not allowed to mix with the opposite sex, 
even during pray. According to Siwale and Sefu, girls, were allowed to mix with 
boys during the learning of Koran, when they were taught to read and write it. 
Classes were organised either indoors or on verandas of distinguished individuals. 
The Islamic education was subsequently spread far interior were the Arabs had much 
influence especially in big towns.  
 
In Tanganyika, the Germans came after the Arabs. Different from the Arab period, 
the provision of education during the German period aimed to educate few Africans 
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who would serve the German administrative and managerial interests. Siwale and 
Sefu (1977) state that the German the missionaries (Roman Catholics and 
Protestants) taught indigenous people how to read and write. The aim of such 
teaching was to expand Christianity in Tanganyika by enabling African people to 
read the bible. They set indigenous languages including Swahili, into script to 
simplify understanding the bible. The German influence resulted in the disruption of 
traditional culture without being replaced by relevant values, norms, and African 
based knowledge. (Mushi, 2012) reiterates some of the African culture that included 
tribal languages as simples of unity, communal production, and love and respect for 
all especially elders. According to Mushi (2012) and Siwale and Seif (1997) the 
colonial influence despised the African cultures as it was an old fashioned style of 
living that involved uncivilised practices. Siwale and Sefu (1977) suggest that the 
converted despised traditional culture, whereas, the unconverted developed an 
inferiority complex, especially towards the white man. This could mean that the 
German did not only distort African long lived culture, but also broke the African 
unity into different classes. Similar to the Arab education, the German curriculum 
was also limited to religious teachings, gardening, domestic work, and the 
fundamentals of literacy and cultivation lacking the kind of education that could 
carter the needs of the local people. The education provided was more religious 
oriented. The church elders and the schools (Siwale & Sefu, 1977) were placed in 
strategic places to check the spread of Islam or other denominations. As already 
stated herein, the goal of German educational system was to teach selected Africans 
to understand and carry out the German administrative activities (Siwale & Sefu, 
1977). This is unlike the British education that aimed at teaching general knowledge 
and educating the whole man to become a responsible citizen. The British for 
example taught the crafts necessary for building and trained African personnel for 
subordinate posts in the civil service. Generally, like the Arab education, German 
education was also segregative in nature, and was not relevant to the African settings. 
This means that the education aimed at getting few African elites who would sustain 
and support the colonial interests.  
 
Unlike the Germans (Siwale & Sefu, 1977), the British were slow in the provision of 
education that was also restricted to the few individuals earmarked to serve colonial 
administrative needs. The British education curricula were designed according to 
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race and that each race had its own schools. Kitta (2004) identifies the British 
schools in Tanganyika including Europeans, Asians, and Africans with each school 
having its own educational objectives and curriculum orientation. According to 
Osaki (2002), European schools’ curriculum focused on academics and grammar, 
whereas the Asian schools focused on commercial studies. An integrated curriculum 
was offered to African children. Osaki characterises an integrated curriculum to 
include a combination of related subjects. Kitta (2004) outlines the subjects taught in 
the curriculum for African students including; gardening, agriculture, rural studies 
and general science. According to Kitta, the aim of teaching these subjects was to 
orient African students with basic skills that would enable them to survive. The 
African students also learnt woodwork, masonry and carpentry. As discussed herein, 
it could be agreed that despite the challenges of colonial education system in 
Tanzania in particular, and Africa in general, the colonial education produced 
African elites who not only fought for independence of African countries but also 
these elites played a significant role in the planning and management of education 
immediately after independence.  
 
Generally, the analysis of the colonial education in Africa and Tanzania in particular 
suggests that while the Arab education concentrated on Quranic Teaching (Madrasa), 
Christian missionaries’ education was mainly secular in content and scope. Christian 
education was multi-discipline in composition exposing students to knowledge 
across disciplines such as carpentry, masonry, Geography, Geometry, Arithmetic, 
History, English, and many other subjects. Therefore, the Christian education as 
distinguished from the Arab education became necessary for employment in the 
colonial administration, education progression, qualification and recognition in the 
colonial and post-colonial frame of social stratification.   
Post –colonial continuance of the elites  
Immediate after independence of the former Tanganyika, the colonial education 
system had to be reviewed and transformed in order to reflect and respond to the 
educational settings and needs of the majority Africans. The aim was to provide all 
children with opportunities and access to education regardless their difference in 
cultural and socio-economic backgrounds (Mushi, 2012). However, the object to 
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provide education to all children (Mushi, 2012) did not succeed. Mushi states that 
education provision in the early years of Tanganyika’s independence was still rooted 
on the colonial education system. Mushi characterises the nature of post-colonial 
education immediate after independence to include more theory than practical, and 
provision of education on the basis of racial and socio-economic stratification. 
According to Mushi (2012), the curriculum immediate after independence presented 
many features of colonial influence. Mushi further explains that the education 
immediate after independence was still provided on the basis of segregation and 
socio-economic status.  
 
According to Mushi, children from rich families went to their own schools that were 
well furnished, highly equipped with resources, and staffed with qualified teachers 
different to children from poor families. Children from poor families were sent to the 
schools that had limited teaching and learning resources and staffed with unqualified 
teachers (Mushi, 2012). Nevertheless, despite the provision of education on the basis 
of socio-economic stratification, the major education challenge immediate after 
independence was its lack of practical orientation. The curriculum (Mushi, 2012) was 
too theoretical to prepare children to effectively participate in production activities. 
As a result of this curriculum challenge, school leavers at both primary and 
secondary levels preferred office jobs to field works. Mushi explains that those who 
got education felt superior over those who did not. Thus, the post-colonial education 
continued the superiority complex among the educated and developed inferiority 
complex among those who lacked formal education. Due to the challenges of the 
post-colonial education immediate after independence, the former president of 
Tanganyika then Tanzania, the late Julius Nyerere founded the Education for Self-
Reliance (ESR) in 1967 as a policy and philosophy that would guide the provision of 
education in the country. 
 
The ESR was one of the instrumentation instruments of the Arusha Declaration, the 
declaration that formed the foundation and country’s philosophy guiding the socio-
economic, cultural, and political development initiatives (Nyerere, 1967). In terms of 
education, the ESR focused on the development of an egalitarian society 
characterised by high-minded individuals who are creative, problem solvers, and 
who can adapt to different environmental and socio-economic contexts. It could be 
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seen that Nyerere’s philosophy on Tanzania’s education focused on the need to 
provide a kind of education that was complete by itself. He proposed the provision of 
education that promoted students’ critical and independent thinking, as well as one 
that would develop in student a sense of love and respect to one another and effective 
participation in productive activities (Nyerere, 1967). Therefore, according to 
Nyerere, realisation of the ESR underpinned by the Arusha declaration presented the 
need for curriculum transformation in both content and pedagogical approaches. 
Meaning that, there was a need for a curriculum to be tailored on the teachers’ and 
students’ daily life and that classroom practices needed to connect students’ real life 
what Nyerere called “praxis” (Nyerere, 1967). In order to achieve this, teachers 
needed to actively engage learners in their teaching and learning processes using 
LCT approaches. Thus the change of the curriculum and the instructional approaches 
were meant to transform the long-lived theoretical-based education and teacher-
students relation with the aim of enhancing students’ critical, creative, and 
independent thinking in the knowledge construction and life in general (Ishumi, 
1976; MOEC, 1995). 
 
Therefore, this thesis about Learner-Centred Teaching in Tanzania’s secondary 
schools’ geography classrooms was meant to contribute knowledge and 
understanding of curriculum innovations in particular and transformation of 
education systems in general from the developing economy’s experience. The study 
particularly examined the implementation of the 2005 competence –based geography 
curriculum from the experiences and perceptions of a group of geography teachers in 
Tanzania’s secondary schools. 
 
Education structure 
In Tanzania, all ministries are in one way or another responsible for provision and 
administration of education. However, education and training is organised mainly by 
two ministries namely; the Ministry of Education and Training and the Ministry of 
Regional Administration and Local Government (The Government of the United 
Republic of Tanzania (GoURT, 2001). In terms of structure, the formal system of 
education is divided into four major levels which are; level one (2 years of pre-
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primary school), level two (7years of primary school), level three (six years of 
secondary school that is 4 years of ordinary level and two years of advanced level), 
and level four (3 plus years of university education (Meena, 2009). Meena explains 
that at the end of each level a student may decide to exit for professional training at 
certificate or diploma level or may proceed to the next level depending on 
individual’s pass marks at the respective level. Though the pre-primary and primary 
education is compulsory, yet due to educational resources and administration 
challenges not all children attend school at these two levels whereas few of those 
who manage to get the pre-primary and primary education proceed with higher 
educational levels.  
Role and position of Geography in Tanzania Education System 
Geography is a compulsory subject from the pre-primary to ordinary level secondary 
school. It is the subject considered important not only in addressing spatial 
distribution of geographical phenomena but also the subject which details Tanzania’s 
wealth in terms of resource endowment such as water, minerals, soil, mountains and 
valleys, flora and fauna, and the general biodiversity (Tanzania Education and 
Training Policy (TETP), 1995).  
During the first year of ordinary level secondary education, our geography teacher 
defined geography from different perspectives. One of the interesting definitions that 
I still remember was “geography is the study of the earth as a home of man”. This 
definition now reminds me of the other critical role of geography to people. 
Geography as a discipline, describes the earth such that it exposes and enables people 
to survive across a range of different geographical backgrounds. This means that, 
geography is not only important to Tanzania and/or Africa; it is also important to 
global communities and countries for their existence and sustained development. 
Considering the rationale of geography in socio-economic, cultural and political 
development in Tanzania in particular, and across the world, the government of the 
United Republic of Tanzania (GoURT) through the Ministry of Education and 
Vocational Training (MoEVT) considered the importance of incorporating the 
subject across all education levels. Geography is also taught in advanced secondary 
schools within relevant subject combinations such as history, geography and English 
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language (HGL), history, geography and Kiswahili (HGK), economics, geography 
and mathematics (EGM), physics, geography and mathematics (PGM) and 
chemistry, biology and geography (CBG). The student is selected in one of the 
subject combinations based on student’s choices and performance in the form four 
national examinations.  
Moreover, geography is taught in higher educational institutions including the 
universities. At this level, the subject is more specialised across different subject 
domains such as geography and environmental sciences, geography and natural 
resources management, environmental engineering, land use management and 
environmental conservation and food security. Others include statistical geography, 
land survey and general practice in geography, environmental impact assessment, 
population geography and development, physical geography and geomorphology, 
climatology studies, geology and many other geography related studies. Thus, 
realisation of the importance of geography across sectors in Tanzania and the globe 
is seen within the broad objective of enhancement and development of secondary 
school students with critical thinking and reflective practices about environmental 
resources and their influence on the socio-economic development (GoURT, 1995).  
Therefore, the thesis aimed to examine how teachers facilitate classroom instruction 
in a way that provides students with opportunity to reflect on the subject matter from 
their cultural understanding and experience of geographical phenomena. The 
researcher’s interest was to assess how classroom instructional practices connect 
theories and principles of geography to students’ actual life, what Freire (1970) 
labelled “praxis teaching”. Praxis teaching according to Freire is when the teacher 
supports students to learn by connecting the topics to their everyday life and prior 
understandings. Freire sees that students build understanding of the topics when they 
are freely and actively involved in the topics that relate to their experiences and prior 
knowledge. Freire’s conception of teaching relates to LCT which requires teachers’ 
pedagogical reasoning and decision-making to be directed on students. This means 
that teachers in LCT environments use students’ experiences and prior knowledge as 
the basis for teaching and facilitate students to take charge of their own learning. 
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Research background 
The history of LCT in Tanzania’s formal schooling can be traced to1967 when a 
philosophy of education for self-reliance (ESR) was founded. As an upshot of the 
Arusha Declaration, ESR was founded in order to guide the provision of education at 
all levels. It challenged the limitations of the education system that was characterised 
by the colonial legacy. Nyerere (1967) identified the challenges of the then education 
which included: 
(a) That the education was provided to few individuals on the basis of 
stratification;  
(b) That the education provided lacked linkage to students’ real life. The 
curriculum divorced students from the society it was intended for;  
(c) That the education provided relied heavily on written sources while despising 
the education children got through other means as they interacted with 
different people; and 
(d) That the education provided was more theoretical lacking practical 
experience from students’ routine activities and worse enough, it did not 
orient children life competencies i.e. acquisition of basic skills such as 
creativity, critical thinking, problem solving, as well as analytical skills. 
These educational challenges provoked Nyerere to the extent of stating that:  
…we cannot integrate the pupils and students into the future society simply by 
theoretical teaching, however well designed it is. Neither can the society fully 
benefit from an education system which is thoroughly integrated into local life 
but does not teach people the basic skills-for example of literacy and 
arithmetic, or which fails to excite in them a curiosity about ideas (p. 243). 
 
Nyerere’s idea according to ESR was the need to empower students with critical 
thoughts and problem solving skills based on their experiences and everyday life. It 
could be argued that Nyerere wanted the kind of education which provided 
opportunities for students to build understandings of the topics from their prior 
knowledge and experiences and thus using the knowledge to solve societal problems 
and improve their life. This means that Nyerere emphasised the need for curriculum 
to integrate theory with students’ real life. He emphasised the idea of connecting the 
classroom practices beyond the school stating: 
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Tanzania educational system has to prepare the young people, among others; to 
play a dynamic and constructive part in the development of a society…it must 
inculcate a sense of commitment to the total community, and help the pupils to 
accept the values appropriate to our kind of future, not those appropriate to our 
colonial past (Nyerere, 1967, p. 239). 
Nyerere viewed education as a holistic process that took place in many places other 
than the formal schooling system. Therefore, according to Nyerere, a child brought to 
school rich and diverse understanding and experience that were significant in the 
teacher’s effective classroom practice. Therefore, the structuring and implementation 
of the learner-centred curriculum was underpinned by ESR on the one hand and 
constructivist learning beliefs on the other.  
Based on Tanzania’s government 2025 Development Vision and education policy 
documents (GoURT, 2000, 2010; GoURT, 1995; TIE, 2005/2009), the mandated 
curriculum requires teachers to change from teacher-centred to LCT. The focus of 
this thesis was to examine the implementation of LCT from the perceptions and 
experience of secondary school geography teachers. The study was influenced, 
among other factors, by the paucity of research on the teachers’ influence on learning 
and limited application of critical perspective theoretical framework in understanding 
teachers’ pedagogical practices (Yandila, 1999; Yilmaz, 2008).  
Curriculum transformation and LCT 
Tanzania’s government has embarked on curriculum transformation and innovation 
since its independence. The transformation aims to improve both access to education 
and provision of quality education at all levels (Nyerere, 1967; Government of the 
United Republic of Tanzania (GoURT), 1995/2000). The 1995 Tanzania education 
and training policy states clearly the need to provide quality education services both 
quantitatively and qualitatively. The policy explains that quality classroom practices 
will result from the supply of adequate school infrastructures including classrooms, 
well equipped laboratories and libraries, ICTs facilities, as well as high qualified 
teachers (GoURT, 1995).  
The policy also reflects the 2025 Development Vision which focuses to have highly 
qualified people across different sectors placed to enhance socio-economic 
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development consequently alleviating poverty in the country. Particularly, the 
Tanzania 2025 development vision focuses to: 
(a) Provide high quality education at all school levels that will result in the 
production of qualified individuals who are competitive at both national and 
the globe; 
(b) To have many educated people who are dynamic, creative, critical, and flexible 
in their mindset. The vision also focuses to enhance people with a sense of love 
and respect to one another, and more importantly to have people who can 
effectively participate in the socio-economic, political, and cultural 
development activities; and 
(c) To have a self-reliant society whose people live confidently and independently 
whereas all human basic needs are sufficiently provided (GoURT, 2000). 
Therefore, among curriculum transformations and innovations have been the 
restructuring of the curriculum contents, pedagogy and instructional approaches in 
order to enhance teachers’ instructional decision-making processes and move from 
teacher-centred to learner-centred education (Hardman & Smith, 2008; Jessop & 
Penny, 1998; GoURT, 1995; Tanzania Institute of Education, 2005; GoURT, 2010). 
The learner-centred education in Tanzania has been developed using different labels: 
LCT, inspirational teaching and learning, active learning, and participatory methods 
(Msonde, 2011). Based on the policy documents and curriculum vision, LCT is the 
implementation of a competency-based curriculum with emphasis on constructivist 
learning theory where methods of teaching and assessment focus on students’ 
learning (GoURT, 1995; TIE, 2005/2009). The curriculum characterises LCT to 
include the following features: the learner participates in the learning (performs 
activities); the learner observes and constructs his/her knowledge from multiple 
experiences; the learner acquires competencies (skills, knowledge, and attitudes); the 
school, the curriculum planners, community, and the teachers collaboratively work 
together to influence learners to learn; and the teacher becomes a facilitator of 
learning focusing on the students’ diverse needs, interests, and abilities (Kafumu, 
2010).  
As already stated, central to the change in teaching orientation was the need for the 
development of competencies among learners (TIE, 2005; Tanzania Ministry of 
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Education and Vocational Training (TMoEVT), 2008). The emphasis of LCT 
curriculum is on developing competencies among learners. Learning competencies 
according to MoEVT (2008) include but not limited to the following; an acquisition 
of multiple life skills; creativity; critical, reflective, and independent thinking; 
problem solving skills; and an ability to adopt to cutting edge technology (TIE, 
2005/2009; GoURT, 2010). The Tanzania Ministry of Education and Vocational 
Training (2008) explain that the positive effect of LCT approaches has resulted in a 
shift of paradigm in instructional practices. Adopting a constructivist approach, 
teachers’ teaching practices need to focus on learners whereby learners are actively 
involved in the lesson and are guided to construct their own knowledge and 
understanding of the subject matter from their diverse socio-cultural experiences. 
According to TIE (2005/2009), teaching in LCT environment needs to be a more 
reflective practice by increasing and integrating awareness of different learners’ 
backgrounds, experiences and learning needs.  
Recent transformation in secondary education in Tanzania 
As already stated about education structure in Tanzania, the secondary education in 
is divided in two levels namely level one and two: level one takes four years and 
include students between 13 and 17 years. At the end of the fourth year students sits 
for an ordinary level certificate of secondary education examination (CSEE). Level 
two takes two years and include students mainly between 18 and 19 years whereas, at 
the end of year two students write an advanced level certificate of secondary 
education examination (ACSEE). Students joining the first level are selected from 
amongst primary school leavers who pass primary school national examination 
(PSNE) as per set pass marks in the respective year.  
The GoURT embarked on ambitious educational transformation at all levels since the 
1990s. The aim of the transformation was the need to respond to the socio-economic 
challenges facing the country in particular and adherence to the world consensus and 
commitment on the provision of high quality education for all people (Jomtien, 1990; 
United Nations Millennium Declaration, 2000; TMoEVT, 2005, 2011).  
In this regard, the United Republic of Tanzania educational transformations are 
geared to provide high quality education at all levels using highly qualified 
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professionals, locally and modern instructional resources, as well as the use of 
modern instructional approaches that enhance active students’ participation in the 
construction of knowledge. The aim of education transformation is to use students’ 
prior knowledge, experiences, and their different talents to positively influence their 
learning. The ultimate goal of educational transformation is to have the kind of 
education that produces not only individuals with creative, critical, independent, and 
reflective thoughts but also those who can positively contribute to the development 
of their society thus improving peoples’ lives (World Education Forum (WEF), 
2000). 
Therefore, Tanzania has since then been implementing educational programmes 
focused on addressing educational challenges to achieve national and international 
commitments to the provision of high quality education for all people within time 
frame of the respective memorandum of understandings (MOUs). In Tanzania, 
expansion of education has been being realised by Sector wide Approach, where all 
stake holders participate in the transformation process. Like in primary education, 
transformation in secondary education has been a massive scheme whose 
overarching objectives included expansion and access, improving quality of 
education, and enhancing equity and efficiency in the provision and management of 
education. Expansion of secondary education has been taking place in two phases, 
namely: secondary education development plans SEDPs 2004/2009 and 2009/2014 
respectively. SEDPs are involved in expanding existing schools, building new 
schools, teachers’ houses, and a massive increase in enrolment. The government 
encourages and supports the private sector to participate in the transformation 
process through investment in education. 
 
As a result of secondary education expansion programmes, secondary schools 
increased from 2289 in 2006 to 4266 by June 2011 making an increase of 1977 
schools in just five years (TMoEVT, 2006; 2011).Within this period, the government 
and private schools increased from 1690 to 3397 and from 599 to 869 respectively. 
The increase in secondary schools resulted in a dramatic increase in enrolment which 
reached 1, 638,699 students in June 2011.Out of those students; ordinary level 
students totalled 1,566,685 comprised of 699,951 girls and 866,734 boys (TMoEVT, 
2011). 
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In order to improve the quality of education, the government sought the need to 
reform the curriculum in content and pedagogy as well as training and re-training of 
enough teachers and educational officers (TMoEVT, 2005; 2007; 2011). The most 
significant curriculum transformation was the move in teaching and learning 
approaches from teacher-centred to learner-centred instructional methods. The focus 
was to cultivate learning competencies amongst students to enable them to contribute 
to their own development and national socio-economic development and also live 
competitively in the rapid changing global knowledge society (GoURT, 2000; 
TMoEVT, 2005; 2007). 
Despite the positive effects of educational expansion and transformation in terms of 
an increase in students’ enrolment caused by school expansion, the transformation 
brings critical questions with regard to the quality of education and its future 
prospects. Among the questions asked is how teachers, as direct stakeholders of 
education perceive and experience the new pedagogical approach. The researcher 
believes that teachers’ pedagogical decision-making and practices have significant 
impact on enhancing effective implementation of LCT. The researcher thought 
understanding teachers’ experience and perceptions regarding LCT would inform the 
government and educational stake holders and assist to plan and support both schools 
and teachers for effective instructional practices.  
The research problem and research questions  
Central to this study, the research problem examined is: “Learner-Centred Teaching 
in Tanzania: Geography Teachers’ Perceptions and Experiences.”The study was 
conducted in three secondary schools in Iringa Region. The selection of Iringa region 
was due to its representativeness among more than twenty five regions in the 
country. The region has good number of ordinary level secondary schools with 
characteristics compliant to the research purpose and focus. The study was guided by 
four research questions as follows: 
(a) What do geography teachers in Tanzania understand about LCT? 
(b)  How does a teacher’s pedagogical reasoning during the planning process 
reflect LCT beliefs? 
(c) How does a teacher’s teaching practice reflect LCT beliefs? 
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(d) How does a teacher’s evaluation of classroom instructional practices place the 
learner at the centre of instruction? 
Research significance 
This study is significant for the Tanzanian education system in that it throws further 
light regarding the implementation of LCT approaches in a period of pedagogical 
change and emphasis from teacher-centred to LCT. Findings of this study might be 
useful in many ways. They might inform teachers, teacher educators, and curriculum 
developers regarding the implementation of the LCT approach in the Tanzanian 
context. The study provides information about the opportunities and challenges 
facing a group of geography teachers in the implementation of LCT.  
Statement of researcher’s position 
In qualitative research (Creswell, 2007), the researcher becomes the main instrument 
for data collection and analysis. Thus, according to Creswell, it is imperative for the 
researcher to be aware of personal biases and experiences in order to adequately 
describe participants’ insights of the phenomenon under investigation. This means 
that the researcher needs to consider participants’ perceptions and experiences about 
the topic regardless their contradictions with the researcher’s own assumptions and 
understanding of the topic. Researcher’s position and influence in the collection and 
analysis of qualitative data influenced Moustakas’ (1994) reflection of the same to 
the extent of stating that in the event, the researcher only collect information and 
make meaning of it based on the guiding research questions and the instruments used 
to gather that information. In this case, the researcher does not go to the field with 
readymade information; rather, he/she relies on the participants’ actual conception 
and experience of the topic under investigation. This challenged the researcher to 
attain the Epoch, “the pure state of being required for fresh perceiving and 
experiencing” (1994, p.87). Therefore, the researcher went to the field with this in 
mind trying to identify existing researcher’s own assumptions and biases on the 
research topic and detaching them from the data and conversations with the group of 
geography teachers who participated in the study.  
The researcher’s aim was not to use his understanding of geography and teaching 
experience to influence participants’ reflection of the study, rather, the aim was to 
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understand teachers’ experience of the implementation of LCT from the actors 
involved (Goethals, Sorenson, & MacGregor, 2004), that is, teachers rather than 
describing it from the outside and researcher’s own bias. The researcher assumed that 
it is necessary that the researcher possesses basic knowledge in the topic of 
investigation. Therefore, guided with research ethics, the researcher’s knowledge and 
extensive teaching experience in geography subject and a skilful application of 
multiple data collection methods allowed him to collect the data with minimal 
chances of bias, thus ensuring the trustworthiness of the thesis’s findings. Goethals, 
et al (2004) say of the researcher’s position in qualitative studies that in order to 
adequately undertake a qualitative study, the researcher needs to have substantial 
knowledge of the research problem, methods and methodologies, and more 
importantly, the research context.   
 
The researcher’s interest for the topic was motivated by his extensive teaching 
experience in a developing economy’s educational context. The researcher has taught 
in secondary schools, teachers’ colleges, and both publicly-owned and private 
universities, all based in Tanzania. The researcher specializes in geography 
education, social science research methods, critical theory and pedagogy, teacher 
education and rural and remote education. Other areas of specialization include 
cultural-based education and curriculum theory and practice. The researcher’s 
extensive teaching experience and initiative in the academic and professional 
development has resulted in understanding of multiple classroom instructional 
approaches, strategies, and techniques across different educational contexts. 
Therefore, the researcher’s interest on Tanzania’s LCT was motivated by his 
understanding of geography education, extensive teaching experience, more 
importantly, researcher’s knowledge base on qualitative research.  
 
Thus, the researcher’s extensive teaching experience and understanding of qualitative 
research methods influenced his insider role, which is, being able to flexibly and 
adequately interpret and understand the research problem, questions, and 
methodological approaches. This subsequently resulted in the collection of reliable, 
valid, and detailed information regarding LCT in Tanzania’s context. Besides using 
teachers’ portfolio review in the collection of data, the researcher employed skilled 
observational and semi-structured interview methods to “see what is there to see and 
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hear what there is to hear” (Patton, 2002, p.260). This resulted in the development of 
thick descriptions and quotations that consequently lead to the emergence of themes 
building up the thesis. Throughout the study, the researcher remained transparent 
whenever he identified existing biases (Patton, 2002).   
Chapter summary 
The aim of this chapter is to introduce the thesis focusing on its main theme-LCT-
teaching based on active involvement of students in the classroom processes with 
emphasis on students’ learning. The chapter has sequentially discussed the historical 
development of education in Tanzania before, during, and after colonialism. The 
chapter has thus shown how each period had contribution to the current debates 
regarding the theoretical and practical instructional approaches from the context of 
developing economies such as Tanzania. Therefore, from the onset, the chapter has 
presented the context and nature of the study, historical overview of education, and 
Tanzania’s education structure. Other sections include the study background 
preceded by positioning of geography as a subject in the Tanzanian education 
system. Issues relating to curriculum transformation and recent expansion of 
secondary education have been presented in line with their implications for LCT 
practices. The chapter has also presented the research problem and research 
questions that guided the study. Lastly, the chapter presents the research significance, 
statement of researcher’s position, and chapter summary. Chapter two presents a 
critical perspective (CP) approach as the theoretical framework to depict among 
others, the LCT and its implementation complexities with respect to Tanzania’s 
educational and cultural contexts.  
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CHAPTER 2 
LEARNER-CENTRED TEACHING AND THE COMPLEXITIES 
OF ITS IMPLEMENTATION: A CRITICAL PERSPECTIVE 
APPROACH 
Introduction 
This chapter applies a critical perspective (CP) approach as a theoretical framework 
to present the complexities and contradictions of teaching geography using the LCT 
approach. The theory originates from the Critical Theory based on Hegelian and 
Marxism philosophy of 1770-1831 and 1818-1883 respectively. This philosophy is 
popularly known as the Hegelian-Marxism philosophy. The theory uses a critical 
approach to critique and present geography teachers’ perceptions and experiences 
regarding implementation of LCT in Tanzanian secondary school geography classes. 
Based on thoughts of eminent critical theorists such as Dewey, Freire, Giroux, 
McLaren, and Shor, the theory stresses the importance of viewing students as co-
creators of the knowledge by being able to integrate the subject matter into previous 
knowledge and, consequently, taking an active role in the classroom instructional 
practices. The CP views that when students are not able to create knowledge under 
such circumstances, that is, integrating their experience into new knowledge, they 
remain disconnected and simply adapt to the world. CP aims to transform the long 
lived teacher-learner relationship in order to remove the rooted elements of an 
authoritative influence in schools as well as the community. Therefore, CP believes 
on teaching practices that provide students with the chance to reconstruct their 
knowledge and become subjects of their own learning. The theory emphasises 
classroom practices that create a dialogue amongst learners and between learners and 
the teacher such that every student equally participates in the construction of 
knowledge.  
Using a critical perspective, the implementation of competence-based geography 
curriculum in Tanzania’s context would mean teachers actively engaging students in 
the classroom activities, the practice, named as learner-centred teaching. Active 
students’ engagement occurs when teachers and students co-construct meaning of 
geographical concepts and topics in a freely and cooperative environment, the 
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practice which, empowers students with classroom autonomy. More importantly, 
practicing competence-based curriculum in Tanzania’s context requires teachers to 
tailor their lessons to the students’ settings such that students use their diverse 
experiences to build understanding of geographical topics. The ultimate goal of LCT 
is to enhance competencies amongst learners that include creativity, critical, logical, 
and independent thinking, as well as an acquisition of problem solving skills.  
This chapter is organised into six sections: first, the origin of critical perspective 
stance; second, the critical perspective approach: Basic premises; third, the need for 
development of learner-autonomy; the fourth, the complexities and contradictions in 
the implementation of LCT; the fifth section is about positioning of CP to the thesis 
and the last section presents the chapter summary. 
 Origin of critical perspective stance 
The thesis uses the critical thoughts originated from the Frankfurt School of critical 
theory, which had its beginning before World War II in the German Institute for 
Social Research (McLaren, 1994). According to Horkheimer (1982), Critical theory 
is composed of multiple disciplines mainly from humanities and social sciences. 
Horkheimer considers critical theory as an advancement of the Hegelian-Marxism 
thinking about the world. He further explains the importance of the theory over other 
theories stating that critical theory is holistic and complete by itself. Horkheimer’s 
appreciation of the theory is based on its application across subjects, its critical and 
reflective orientation, as well as its ability not only to assess the strengths and 
weaknesses of the system in place, in this case classroom practice, but also its ability 
to propose ways to improve such system. With its origin from The Frankfurt School 
of Thought, critical theorists are said to be the first people to question issues across 
subjects from different standpoint. This could mean that in order for the knowledge 
to be complete and self-sufficient, it should be rich and comprehensive enough to 
argument a phenomenon. This is also supported by Guess (1981) who argues that the 
knowledge created from multiple disciplines is sufficient and justifiable than that 
constructed from discrete thought. This could also mean than it is possible to address 
all issues about an aspect when such aspect has been comprehensively discussed 
from different thinking orientations.  
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It is why critical theorists also differentiate critical theory from other theories 
explaining that a critical theory does not only suggest the strengths and limitations of 
a phenomenon, it also proposes prospects for improvement of such phenomenon 
(Horkheimer, 1982). Since then, different theories including the critical perspective 
approach (CP) have emerged to argument on specific issues of interests. The major 
concern of theories with critical orientation has been to empower groups of people 
for better and meaningful life (McLaren, 1994). This is equally the same with CP 
stances which position classroom processes such that students need to be empowered 
and assume instructional responsibilities for their own learning. The theory 
establishes a linear and fluid student-teacher relationship where they all become 
learners and instructors at the same time. CP stances thus call for transformation of 
the power relationship from the teacher-centred to student-centred in instructional 
approaches (Apple, 1999; Auerbach, 1999; Pennycook, 1999). 
Therefore, the critical perspective approach is an advancement of the Freirean theory 
of education known as critical pedagogy. In this theory, Freire proposes teaching 
approaches which empower learners with freedom to construct knowledge. The aim 
of CP is to enhance critical and emancipatory thoughts in the learners (Freire, 1970). 
Freire opposes the teacher-centred approach referring to it banking model of 
education. According to Freire, the practice of banking model occurs when a teacher 
dominates classroom processes by mainly imparting knowledge of the subjects to 
students who are assumed to be tabula-rasa i.e. lacking prior knowledge and 
experience that they could share to make meaning of concepts under discussion. 
Alternatively, Freire proposes an LCT approach by the name “Problem-Posing 
Pedagogy”. Problem posing pedagogy according to Freire actively engages students 
in the learning process. The pedagogy places the learner at the centre of the 
classroom practices by promoting the learner to explore and share his/her varied 
prior knowledge and experience consequently creating new understanding of the 
concepts (Freire, 1970).  
 
The use of banking model in teaching and learning according to Freire would mean 
creating classroom environment where teachers deposit knowledge to students’ 
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empty minds that are commonly known as depositories. In this instructional 
atmosphere, students are made to be passive listeners to their teachers. According to 
Freire when learners are not actively engaged in the teaching and learning they 
become not only coward and inferior to their own teachers, but also to the people and 
society they live with. Freire explains further that student’ cowardliness and 
inferiority complex is developed due to lack of creativity, confidence, critical and 
independent thinking as well as problem posing skills (Freire, 1970). Instead, Freire 
argues that when students are provided with enough chances and greater freedom to 
use their prior knowledge and experiences to build conception of what is taught they 
are enhanced in creativity, critical thought, independent thinking, as well as problem 
posing skills. He emphasizes the influence of problem posing pedagogy on students’ 
learning that;  
 
In problem-posing education, people develop their power to perceive critically 
the way they exist in the world with which and in which they find themselves; 
they come to see the world not as a static reality, but as a reality in process, in 
transformation(Freire, p. 83). 
Therefore, problem-posing education is education for freedom and emphasises that 
teachers must see themselves in a partnership with their students. As part of this 
relationship, teachers must see themselves as teacher-student, ready to accept that 
their students possess knowledge and experience they can share with the teacher. 
Such an approach to education emphasises learning for freedom or living rather than 
learning to earn (McLaren, 1994; Shor, 1987; Wink, 1997). Thus, Freire emphasises 
the need for LCT suggesting that; “teaching does not mean transferring knowledge 
but creating opportunities for producing and constructing it” (1971, p. 21). In LCT 
environment, Freire’s observation could mean that students should be actively 
involved in the creation of knowledge of the topics based on their diverse 
experiences they bring to school. According to Kafumu (2010), teachers as 
facilitators, among other things, should: promote peer communication; discovery, 
problem-solving, and active learning; and reduce students’ disruptive behaviours. 
The LCT requires teachers to design activity-based classroom processes which 
motivate students to learn. Therefore, an example of classroom practice that adheres 
to CP instructional beliefs would be featured by a kind of fluid relationship between 
a teacher and students. In many instances, students would be actively involved in 
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different classroom activities and that students at different intervals under the 
teacher’s facilitation will be seen sharing what they know about topics under 
discussion. CP, therefore, focuses on learners and their involvement in the learning 
process (Mustakova-Possardt, 2003). 
 
For proponents of CP in education, they desire a radical, hopeful, and action-based 
pedagogy (Shor, 1987; Simon, 1992; Kanpol, 1994). McLaren (1994) argues about 
CP in teaching and learning focusing on the importance of diverse prior knowledge 
and experience that students bring in the classroom. According to McLaren, 
promotion of critical and independent thought in students should result from the 
integration of students’ prior knowledge and experiences that they bring with them to 
school. This could mean that LCT should focus on learners and their engagement in 
the construction of knowledge using their prior knowledge as a basis for an effective 
teacher’s pedagogical reasoning and decision making. 
 
Therefore, in this study, the application of CP as the theoretical framework was 
underpinned by the quest of critiquing the implementation of LCT geography 
curriculum. The focus was to understand the strengths, challenges, and prospects of 
LCT practices in Tanzania from the perceptions and experiences of geography 
teachers. CP has thus been the lens used to see how teachers’ instructional practices 
reflect LCT beliefs. 
Critical perspective approach: Basic premises  
Among the many foundational principles of CP (McLaren& Giroux, 1986), this 
study is guided by the following basic premises:  
(a) That, no education is politically neutral- this is an assumption that like other 
socio-economic practices, also, educational practice is influenced by the 
country’s politics (McLaren, 1989; Shor, 1992). Therefore, teaching 
geography critically should take place within the contexts of political 
influence-teachers should promote students to connect the influence of the 
political environment within and outside the school in their understanding of 
geographical phenomena and the influence of mankind on nature; 
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(b) That, education should be critical and empowering-CP focus on the 
development of critical thoughts and that classroom processes should enhance 
students with critical and independent thinking to enable them to critically 
understand the world they live in (Eliana, 2000; Freire, 1970; Vandrick, 
1975); 
(c) That, education should use a dialogic and dialectic approach to decision-
making-unlike in teacher-centred teaching; students in LCT environment 
should be engaged in a meaningful and free communication that creates and 
recreates multiple understandings (Freire, 1970; Wink, 1998). Agnew and 
Lodge (2000, p. 13) see that when students are engaged in a meaningful 
dialogue, they participate in the construction of knowledge. They further 
explain that during classroom practice, the teacher and student 
interchangeably learn from one another in a democratic and respectful way. 
This could mean that student-teacher relationship is built on assumption that 
in LCT, learners are teachers and teachers are learners (Mansell, 2009, p. 40); 
(d) That, education should be transformative- teachers’ teaching practices should 
enable learners to link classroom knowledge with everyday life outside the 
school, that is, being able to use the knowledge gained in school to critique 
the existing dominant and oppressive socio-economic, and cultural 
institutional structures for better living (Dewey, 1916; Eliana, 2000; Freire, 
1970; Shor, 1992); 
(e) Curriculum and curriculum materials-CP is founded on the belief that 
development of instructional materials should consider the involvement of 
key stake holders and that they should reflect the context in which classroom 
practice takes place (Bartolome, 1996; Dewey, 1916; Giroux, 1997; Shor, 
1992). This means that teachers’ involvement indecision-making about 
curriculum and classroom processes is critical and necessary for them to 
integrate learners’ needs, interests, and prior knowledge in their pedagogical 
decision-making and practices; 
(f) That, education should generate “conscientisation”- according to Freire 
(1973), when applied in classroom context, CP develops awareness amongst 
learners about socio-economic, cultural, and political issues and that nothing 
will change unless individuals understand things needing to. Teaching should 
thus raise students’ awareness of the social, political, educational, and any 
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inequality in their contexts, and therefore help them realise that by knowing 
and questioning, they can influence and enhance change (Freire, 1970 & 
1973; Eliana, 2000; Pennycook, 1999; Wink, 1997); 
(g) CP and Praxis-the belief that educational processes should aim at bridging the 
gap between theory and practice, that is, using the knowledge learned in class 
into real life situations i.e. what Freire (1970) refers to as the authentic union 
of action and reflection; and 
(h) CP and teacher and student roles-teachers are problem posers while students 
are problem solvers (Aliakbari & Faraji; 2011; Dewey, 1963; Eliana, 2000; 
McLaren, 1994). This means implementing the LCT approach, CP requires 
teachers to challenge aspects of teacher-centred practices that maintain their 
authority and power in the instructional process. Instead, students should be 
actively involved and given freedom to share their thoughts and experiences 
about the topics. 
From the viewpoints of CP, the premises of CP imply the following: 
(a) That, LCT needs to focus on indoctrination of “reflective and critical 
thoughts” amongst students; 
(b) That, teachers should influence students’ construction of knowledge through 
problem posing pedagogy and meaningful dialoguing amongst students and 
between the teacher and students; 
(c) That, classrooms should become centres of democracy where students, under 
the teachers’ facilitation, freely use their diverse prior knowledge and 
experience to make meaning of the instructional topics;  
(d) That, classroom processes should enhance students’ application of the 
knowledge beyond the school perimeters-learning to live and not for earning 
a living; and 
(e) That, classroom processes should cultivate, and enhance students’ problem-
solving skills, and ability to question the dominant socio-economic, cultural, 
and political systems (Dewey, 1916; Freire, 1993; McLaren, 1974; Nyerere, 
1967). 
In the teaching of geography, it implies that teachers should use inquiry-based 
approaches drawing on practical activities, and field work where, through geographic 
inquiry, students are given opportunities to collect and share information based on a 
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range of viewpoints about people-environment relationships, then synthesise the 
information constructing their own understandings. CP seeks to transform classroom 
environment from teacher-centred to LCT. The theory promotes relationship between 
a teacher and students and amongst students by actively participating in free dialogue 
through an open discussion of the topics (Freire, 1987). Through dialogue, a teacher 
and students work together to construct meaning of the concepts based on their real 
life experiences (Shor & Freire, 1987b).  
Developing learner-autonomy 
Against the practice of banking education (Freire, 1970), one of the beliefs of CP is 
that knowledge is not a commodity or something held by someone (a teacher) to be 
deposited to a learner who does not possess it. Instead, CP sees teaching and learning 
as a social process where both a teacher and student learn from one another. CP 
challenges the long lived an authoritative relationship between a teacher and students 
through enhancement of learners’ ownership of classroom instructional practices 
(Eliana, 2000; Gieve, 1997). According to Gieve, learners will actively participate in 
classroom activities when the teacher tailors the lesson on the learners’ needs and 
interests and provides them with enough chances to use their prior knowledge and 
experience to build conception of the topics. Teaching in this way, learners are 
enhanced with classroom autonomy (Gibbs, 1979). Therefore, CP is concerned with 
enhancing learner-autonomy in the classroom practices.  
With its origin from Greek philosophers, learner autonomy occurs in a learning 
environment where the learner is freely and independently determines his/her 
learning under the teacher’s facilitation (Wall, 1998). This means that the learner 
becomes a defining feature of teaching and learning and that all classroom practices 
are directed to him/her. This understanding of learner-autonomy is also supported by 
Gibbs (1979) who argues that learner autonomy is achieved when classroom practice 
are free from teacher domination. In this situation, learners are actively involved to 
share their understanding of the topics in the process of knowledge construction. 
Holec (1981) characterises learner autonomy to occur when learners take 
responsibility of their learning where the teacher act as a resource person who 
facilitate the learning process.  
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This means that practicing learner autonomy requires learners to freely and 
independently determine the instructional goals and objectives as well as actively 
participate in the designing of classroom activities and teaching and learning 
materials (Winch, 1999). Winch described the need for development of learner 
autonomy as a means towards enhancement of critical and reflective thinking 
amongst students that subsequently help to transform the society they live in. This 
view of learner autonomy reflects the liberatory function of education in the efforts 
of socio-economic, political and cultural emancipation (Marshall, 1996). As defined 
by critical pedagogues, liberatory or emancipatory education is one focused not only 
to improve learners’ life but also transform the dominant socio-economic structures 
that use education as a tool for exploitation. In a classroom context, Marshall’s view 
of learner autonomy would mean students being active and free to share their 
thoughts and experiences about the topics. In other words, learners’ autonomy in a 
classroom is when students are free from their teachers’ authority. Teachers’ 
authority is that which results in the classroom domination where students remain 
passive objects waiting for the knowledge to be imparted from their teachers 
(Marshall, 1996). Therefore, against teacher’s classroom domination, LCT seeks to 
empower learners, that is, learners taking charge of their own learning. This teaching 
approach is believed to build different competencies amongst learners thus being 
able to live independently across the globe. 
Rungwaraphong (2012) conducted a study that sought to understand the state of the 
promotion of learner autonomy in Thailand, from the conception and experiences of 
language lecturers at the Thai university. Based mainly on qualitative orientation 
with minimal quantification, it was found that lecturers rarely engaged their learners 
in their classroom practices. Though lecturers demonstrated deeper understanding of 
of many ways to influence learner autonomy; they in practice, did not to actively 
involve learners in their instructional practices. Instead, teaching and learning was 
predominantly controlled by lecturers. Lecturers’ practice according to 
Rungwaraphong suggested that theoretical understanding of enhancement of learner 
autonomy could not necessarily lead to actual practice of the respective approach in 
the classroom environment. According to the findings, it could also mean that 
implementation of any new instructional approach would require among others, 
lecturers’ readiness and motivation as well as in-service training of the new 
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approach. Other factors according to Rungwaraphong would include the society 
culture and its educational system, students’ learning characteristics, and the school 
environment (Rungwaraphong, 2012). 
Rungwaraphong’s study relates to this thesis. Examining how university lecturers 
influence students’ learning through learner-centred based approaches; the study 
emphasised the need for students to actively engage in the instructional processes by 
taking responsibility for their learning. In order to promote learners’ autonomy, 
Rungwaraphong suggested the need for lecturers to create classroom environments 
and plan their lessons in ways that suit students’ needs, interests, and experiences. 
Like this study, among the major challenges facing Thailand university lecturers in 
the promotion of learners’ autonomy include the lecturers’ understanding of the 
teaching approach, that is, the learners’ autonomy, university environment, and the 
cultural influence of Thai society in the instruction practices (Rungwaraphong, 
2012).  
This means that promoting learners’ autonomy requires classroom practices to 
integrate the socio-economic, political, and cultural issues from the students’ lives, 
through an instructional approach that: 
“argues that school practices need to be informed by a public philosophy that 
addresses how to construct ideological and institutional conditions in which the 
lived experience of empowerment for the vast majority of students becomes the 
defining feature of schooling” (Giroux, 2000, p. 2). 
The major belief of CP is that education is not free from political system. It is always 
influenced by politics of the day and that educational planning should consider 
among others, the political environment that it ought to operate. It is for this reason 
teachers need to engage students in the learning aspects that are relevant and useful 
beyond their school boundaries (Dewey, 1916; Freire, 1970; Pennycook, 1999; 
Wink, 1997).  
Complexities and contradictions in the implementation of LCT 
It has been claimed that there are problems and contradictions associated with 
conceptualising learner-centred teaching. The complexities and contradictions arise 
from the diverse use of the term ‘learner-centred teaching’ (Msonde, 2011), and the 
46 
 
lack of agreement about the defined nature of the concept. The contradiction is 
further complicated when other terms are used as alternatives. Educationists 
including critical theorists, educational researchers, teacher educators, and teachers 
labels LCT as ‘participatory teaching and learning (Msonde, 2011; Phillips, 1997)’, 
‘critical education (Freire, 1972)’, ‘emancipatory pedagogy (Freire, 1970)’, 
‘liberatory pedagogy (Freire, 1970; Dewey, 1966’, ‘learning-centred teaching 
(Phillips, 1995; Richardson, 2003)’, ‘culturally responsive pedagogy (Gay, 2000; 
Nyerere, 1967)’, ‘constructivist teaching (Phillips, 1995; Richardson, 2003)’, 
‘competence-based teaching (GoURT, 2005’, and ‘place-based teaching (GoURT, 
2005; Nyerere, 1967)’ to mention a few. However, the usage has seldom been 
consistent, causing some confusion among theoreticians, curriculum and educational 
policy planners, researchers, teacher educators, and teachers (Msonde, 2011). The 
following sections present LCT complexities which adversely affect its effective 
implementation, particularly, in Tanzania’s teaching and learning context. 
 
LCT and the teaching and learning methods 
Some educationists conceptualise LCT based on the teaching and learning methods 
used. These scholars (Msonde, 2011), perceive LCT as the practice that seeks 
students’ involvement using what they call ‘participatory teaching and learning 
methods’. They identify participatory methods to include mainly; group discussion, 
question and answers, demonstration, and field visits. For them, according to Msonde 
(2011), learning occurs when students merely participate in the teaching and learning 
process. This means that this group of educationists does not assess students’ 
participation in terms of their ability to construct knowledge from their diverse 
contexts and experiences. Understanding of LCT in terms of mere students’ 
participation in the classroom seemed to affect geography teachers’ conception and 
practice of LCT. As detailed in the findings chapter, some teachers equally 
understood LCT by the methods of teaching and learning. This understanding of 
LCT consequently affected teachers’ teaching practices. Teachers perceived LCT 
occurs when students participate in the teaching and learning and not students’ 
critical reflection of the topics using their diverse experiences thus leading to the 
development of new understanding of the respective topics. Teachers’ 
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conceptualization of LCT seemed to contradict with the ideas of education critical 
theorists such as Freire and Dewey. 
 
According to Freire (1971), active students’ participation depends on the 
relationships that exist between the teacher and students. Freire denotes that students 
are placed in a better position for a meaningful learning where teachers provide them 
enough chances to discuss the subject matter using their diverse prior knowledge and 
living contexts. Freire’s interest is to see students are actively engaged in the learning 
process by having them taking charge of the teaching and learning. As opposed to the 
banking approach to teaching where teachers dominate the classroom practice, Freire 
calls for the change in the teacher-students’ relationship by actively engaging 
students in the construction of knowledge about the world they live (Freire, 1971). 
Freire’s proposition of how teaching and learning ought to take place is also 
supported by Dewey (1966) who argues that in order to develop creative, critical, and 
independent thinking as well as problem solving capacities amongst learners, 
teachers need to connect the subject matter to the students’ prior knowledge and their 
real life situations. This means that both Freire and Dewey’s ideas of classroom 
instruction relate to the 2005 Tanzania’s LCT curriculum policy which emphasizes 
the development of students’ learning competencies including critical and creative 
thinking skills, problem solving skills, literacy, and communicative competence. In 
short, based on critical theorists, LCT places an emphasis on students’ learning and 
that a student is positioned at the centre of all classroom processes. The major focus 
of LCT is to develop students’ abilities and capacities to perform activities and to 
quickly adapt to the rapidly changing society. 
Teachers and students’ culture  
Another contradiction of LCT in Tanzania is embedded within teachers and students’ 
culture. In Tanzania for example, historically, elders were believed and respected to 
be the source of knowledge and wisdom (Siwale and Sefu, 1977). They preserved 
cultural heritage, norms, values, and knowledge of their respective tribes. The elders 
transmitted this cultural heritage, norms, values, and knowledge to the youth based 
on emerging needs. This traditional system of education (Siwale & Sefu, 1977) 
aimed at inculcating in the children, the values of hospitality, bravery, the dignity of 
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labour, respect for elders, and the communalism as opposed to individualism. This 
education according to Siwale and Sefu was learned by both sexes through sex 
education, where, emphasis was on the responsibilities of manhood and womanhood. 
According to Siwale and Sefu, (1977), teaching and learning during the pre-colonial 
period were also practised through mass media such as tales, legends, whereby 
children learned history, geography, natural sciences, astronomy, and many other 
subjects. Based on the teachers and learners’ characteristics in one hand and the 
methods of teaching on the other, it could be suggested that the tradition education 
was teacher-centred, where teachers possessed the knowledge, values, norms, and 
societal beliefs transmitted to learners who did not possess them.  
 
Traditional education, therefore, developed authoritative power and autonomous 
behaviours amongst teachers and lead to inferiority complexes among students. 
Children were expected to continually respect their elders as source of knowledge 
and wisdom, which according to Mushi (2005), this elder-child relationship 
adversely affected the teaching and learning practices. Mushi observes that the 
historical relationship between elders and children has developed an inferiority 
complex and cowardly behaviour amongst students in the classrooms today. This 
could mean that the current teacher-student relationship in Tanzania denotes the 
perpetuation of the long-lived culturally teaching orientation that did not provide 
opportunities for children to make sense of the topics using their life experiences. 
Children were nurtured to accept everything taught by their parents/elders. Likewise, 
the implementation of LCT in Tanzania’s secondary schools’ geography classrooms 
was constrained by the historically inherited teacher-student relationship where 
teachers believed to acquire knowledge and authority to transmit to their students 
who do not possess it. On the other hand, students presented a cultural continuation 
of respect and an inferiority complex to their teachers. Many times when students 
were invited to share their conceptions and understanding of different geographic 
concepts, they demonstrated lack of enthusiasm and readiness to conceptualize and 
contribute their understandings of the topics under discussion. Against cultural 
complexity that exists in the implementation of LCT, critical theorists argue for 
students’ autonomy in the classroom. Freire (1971) explains student autonomy 
occurs when a student is actively involved and provided with opportunities to 
construct meaning of the topics based on his/her prior knowledge and experience. 
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Mayer (1997) also states that learners would likely construct knowledge in the 
instructional environment that involves them in the classroom process. However, 
Freire argues that students would not automatically construct knowledge by their 
merely involvement in the lesson, instead, it would be determined by the kind of 
classroom relationship that exist between them and their teacher (Freire,1971). 
According to Freire, it could mean that the teacher-student relationship during 
classroom instruction influences students’ level of engagement in the creation of 
knowledge. Freire feels that students will be actively involved in the construction of 
knowledge if teachers would be ready to position themselves as learners learning 
from their students and vis-à-vis. In other words, the LCT geography curriculum will 
be effectively implemented when there is knowledge sharing between the teacher and 
student and that respect is embedded within the two and not within a single group.  
 
Thus, the cultural contradiction and complexity regarding teacher-student 
relationship could imply the need for the Tanzania’s competence-based curriculum to 
address the complexity amongst education stake holders including curriculum and 
policy planners, teachers, students, parents, and the general community. The stake 
holders need to clearly understand what it means by LCT competence-based 
curriculum and the implied cultural transformation in the classroom context with 
respect to teacher-student relationships.  
Teaching and learning resources 
Resources constraint is one of the complexities that seemed to adversely affect the 
implementation of LCT in Tanzania. According to the research findings, teachers 
taught in large classes of up to 100 students. Those classes had limited instructional 
resources including text and reference books, computer assisted facilities, and those 
resources made from the school surroundings. Teachers felt it difficult to actively 
involve students in a meaningful construction of knowledge given the resource 
constrained classroom contexts. Teachers’ experiences are supported by critical 
theorists and educationists who argue that the potential role of teaching and learning 
resources are needed for effective LCT practices. Tabulawa (1998) recommends the 
need for adequate supply of instructional resources to influence learning-centred 
teaching. According to Tabulawa, meaningful construction of knowledge occurs 
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when students actively interact with resources. Tabulawa argues that when 
instructional resources are well organized and utilized, they promote students’ 
creativity, critical thinking, problem solving skills, and active participation in the 
classroom activities (Tabulawa, 1998). Tabulawa’s argumentation regarding the role 
of resources in LCT echoes Incekara’s (2010) ideas suggesting that learning 
resources such as maps, geographical models, and other emerging technologies are 
used as communication media through which teachers and students communicate 
different geographical phenomena, their spatial distribution and relationships among 
them and human activities. While teachers, Tabulawa, and Incekara’s perceptions 
and understanding of teaching and learning resources as the basics for effective LCT 
practices, other scholars argue that LCT can as well be effectively implemented in 
large and resources-constrained classrooms. 
 
In their pedagogy of autonomy for difficult circumstances, Kuchah and Smith’s 
(2011) major proposition is centred on engaging learners in an under-resourced 
secondary school setting. For Kuchah and Smith (2011), teachers would effectively 
implement LCT approaches using students as resources. According to Kuchah and 
Smith, students possess a rich mass of experience and knowledge that has the 
potential to facilitate learning in under-resourced classroom environments. They 
propose teachers to actively involve students in every stage of pedagogical decision-
making. Based on Kuchah and Smith’s proposition, students could be involved in 
designing instructional resources, classroom activities, and evaluation artefacts. They 
believe that teachers will motivate students’ involvement when they tailor the topics 
to the students’ everyday experiences. They encourage teachers to use large classes 
and resources constraints as opportunities to actively involve students in promoting 
learners’ autonomy. Consequently, the argumentation regarding the role of 
instructional resources seemed to complicate geography teachers’ understanding and 
practice of LCT in the Tanzania’s education delivery context. For example, critical 
and constructivist theorists such as Freire (1971) and Phillips, (1997) suggest the 
need to place the learner at the centre of all classroom practices i.e. actively 
engagement of students in the construction of knowledge. 
 
Interestingly, Tabulawa (2003) seems not only to contradict his own appreciation on 
the usefulness of LCT approaches in promoting learners’ learning, but also presents 
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counter arguments regarding the need for enhancing learners’ autonomy using LCT 
approaches as augmented by critical theorists such as Freire and Phillips. According 
to Tabulawa (2013), LCT approaches are westernised and conditionally imposed in 
developing economies’ educational contexts without fair consideration of cultural, 
technological, and socio-economic, and political grounds. Tabulawa sees that 
western countries and institutions use their political and economic prosperity to 
sustain their colonial influence in Africa. Tabulawa views that western countries and 
international institutions continue their political and economic influence in Africa 
through provision of financial aids and professional support in different socio-
economic and cultural projects. These donor funded projects (DFPs) according to 
Tabulawa include: educational development projects such as curriculum innovations, 
instructional approaches, and promotion of medium of instruction through language 
learning support programmes; orphans and people living in vulnerable environments; 
health services; and infrastructure development grants support. Tabulawa suggests 
that many of these projects including LCT approaches are not effectively 
implemented since they are enforced without significant consideration of the 
contexts of their implementation. Tabulawa’s critique is also reflected in the 
teachers’ teaching practices.  
 
Sigimba for example, presented an anxiety in the implementation of LCT approaches 
suggesting that the approaches were enforced in Tanzania whose educational context 
does not support their implementation. Sigimba further shared that LCT approaches 
would not be effectively practiced in an environment with limited instructional 
resources including teacher shortage, over-crowded classrooms, text and reference 
books, computer-assisted facilities, furniture, and infrastructures. All these seemed to 
complicate Sigimba’s understanding of LCT and its implementation in geography 
classrooms. 
Language complexity  
The significance of the language of instruction on the educational practice during the 
pre-colonial period has been well presented in chapter one. The indigenous 
languages through oral traditions (Heugh, 2006) have been significant media for the 
preservation and expansion of history, literature, and knowledge systems, as well as 
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for their transmission from one generation to the next for a thousand years. However, 
with the colonisation of the African continent (Bunyi, 1999), the Europeans brought 
contradictory processes affecting language policy and management. Bamgbose 
(1994) among others shares that the Europeans attempted to imprint the European 
concept of the nation-state with a single, national language onto each African 
country. According to Bunyi (1999), this strategy effectively rendered indigenous 
languages politically invisible and fostered assimilation into the colonial language 
and power structures for the elite. This means that the language education policy 
during colonial period set in place a pattern that prioritised the use of the colonial 
languages as the language education target and under-emphasized local languages. 
The colonial language policy according to Heugh (2006) has been recognised by 
educationists as detrimental to educational, social, and economic development. It 
also means that colonial education was not African-oriented. It meant to prepare a 
few Africans to serve the colonial masters and their countries as Dei (1994) 
reiterates: 
 
Only few scholars today would deny that colonial education in 
Africa was Euro-centric and ignored the achievements and 
contributions of the indigenous populations and their ancestries. 
Colonial education for the most part did not cultivate the African 
student’s self-esteem and pride. Education in Africa today is still 
struggling to rid itself of this colonial legacy (p. 9). 
 
Dei (1994) suggests the importance of reform and innovation in African education 
system based on African cultural foundation. He argues that unless the curriculum 
and medium of instruction are based on the learners’ culture, the colonial influence on 
African education would be inevitable. Dei explains about the importance of learners’ 
mother tongue in the construction of knowledge to have positive influence on their 
active involvement in the classroom processes. He explains further that the medium 
of instruction has the role to influence or limit teacher-student classroom interaction 
thus consequently affecting the nature of classroom instructional practice. Dei’s 
argument about the role of language on learners’ learning is supported by critical 
pedagogues including Freire. Freire (1971) states that the medium of instruction may 
influence or limit the classroom dialogue between teacher and students as well as 
students themselves. He thus emphasises the use of students’ own language in order 
to promote their participation in the instructional practice.  
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Despite all the assertions regarding the need to align the curriculum and the medium 
of instruction on the African cultural heritage, the western world still perpetuates their 
influence not only on the curriculum design but also the instructional approaches 
including the medium of instruction. The colonial influence on African education 
systems seems to despise numerous appreciations of the role of African languages on 
the quality of education. For example, the 1951 UNESCO meeting state: 
 
It is axiomatic that the best medium for teaching a child is his 
mother tongue. Psychologically, it is the system of meaningful signs 
that in his mind works automatically for expression and 
understanding. Sociologically, it is a means of identification among 
members of the community to which he belongs. Educationally, he 
learns more quickly through it than through an unfamiliar linguistic 
medium (UNESCO, 1951, p. 11). 
 
The UNESCO observation regarding the role of the medium of instruction reflects 
geography teachers’ experiences in their classroom practices in Tanzania. As 
presented and discussed in the findings, analysis, and discussion chapters of this 
thesis, it was experienced the language to impede positive classroom interaction 
between the teacher and students. Both teachers and students demonstrated a lack of 
English competence thus hindering effective communication of geographical ideas 
and concepts. This means that effective implementation of LCT in Tanzania, among 
other factors, is adversely affected by the medium of instruction. Therefore, it could 
be suggested that in order to effectively implement LCT in Tanzania, there is a need 
for debate on language policy and subsequent decision about the appropriate medium 
of instruction. The focus is to use the language that is familiar to both teachers and 
students. 
Positioning of critical perspective theory to the study 
The application of CP theory in understanding how geography teachers perceive and 
experience implementation of LCT was underpinned by several factors.  
First, that the application of CP theory to this study was appropriate due to its ability 
to assess teachers’ understanding of LCT and to identify not only the strengths and 
challenges faced by teachers in the implementation of LCT but also to suggest 
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promising pedagogical decisions and practices to enhance effective LCT practices. 
According to McLaren (1994), the theory advocates teaching to be linked to the 
goals of educating students to understand why things are the way they are and how 
they got to be like that. This in LCT environment would mean that students should 
be involved in thoughtful and reflective activities which challenge them to think 
beyond the topics.  
From its inception, CP emerged as a critique of the education system which 
promoted a hegemonic relationship between teachers and students consequently 
producing a generation unable to see and question the weaknesses of the government 
and the community rather than accepting them as common and acceptable practices 
(McLaren, 1974; Freire, 1993). The theory also advocates for provision of education 
that enhances students’ ability to critique the government and analyse societal 
challenges in order to solve them, thus creating better living conditions. Using CP to 
assess teachers’ perceptions and experience as they implement LCT was influenced 
by the belief that teachers can transform their classrooms through more liberal 
pedagogical practices that foster the habits and skills of critical citizenship and 
participatory democracy (Dewey, 1918; Freire, 1993).  
Freire insists on the critical role of a teacher as a change agent for socio-economic, 
political, and cultural issues. According to Freire (1993), teacher’s teaching practices 
should be focused on critiquing the socio-economic system through the use of 
dialogue instead of an authoritative teacher dominated classroom practices. As 
Giroux (1991) argues that “teachers need to see themselves as ‘transformative 
intellectuals’ rather than mere ‘classroom technicians’ employed to pass on a body of 
knowledge” (p. 299). The importance of students’ involvement in the classroom 
practice is also emphasised by Pennycook (1994) who requires teaching and learning 
to link on what is happening outside the school. Pennycook wants the teacher to 
engage students on the curriculum that is based on their everyday life. He thus 
emphasises teachers to influence students’ active involvement through a range of 
classroom activities that promote creativity, critical and independent thinking, as 
well as problem solving skills. This means that teaching needs to be directed to 
students’ needs, interests, and every day experiences. They should be actively 
involved in activities which promote their thoughts and problem-solving skills. 
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Second, the integration of CP in this study was due to its holistic characteristic 
feature. CP is holistic in that it addresses all teachers’ pedagogical practices from 
their conception of LCT, to decision-making during planning, practice, and 
assessment/evaluation of their classroom practices across all disciplines (Graves & 
Moore, 1972; McLaren, 1974). Assessment of LCT in geography classes required a 
theoretical framework grounded on a multidisciplinary approach within the single 
subject and across subject disciplines. It also required a kind of theoretical 
framework that demands students’ construction of knowledge from the critical 
viewpoint (McLaren, 1974; Zygmantas, 2009).   
Geography as a multidisciplinary social science subject which according to Cohen 
(1988, p. 248) examines how human being influence the environment and its 
resources, requires classroom practices to link with what learners already know and 
experience across disciplines consequently building new understandings. Teaching 
geography in this way facilitates students to generate solutions related to socio-
economic and political problems that occur all over the world by getting them to 
comprehend the dimensions of relationships between people and their localities 
(Aydin, 2011).  
Third, the application of CP was also underpinned by its beliefs in students’ 
empowerment by involving them in self-reflection, critical thinking, and problem-
solving for meaningful knowledge construction (Breuning, 2006/2011; Dewey, 1918; 
Kincheloe, 2004; Sweet, 1998; Zygmantas, 2009). CP requires learners to own the 
teaching and learning process hence shifting in teaching approach from teacher-
centred to student-centred. The theory emphasises the need for teachers to give 
students’ opportunities to bring their life experiences to the teaching, and participate 
actively in knowledge construction by integrating what they already know to the new 
subject matter (Breuning, 2011; Mansell, 2009; Zygmantas, 2009). Dewey (1918) 
and McLaren (2007) argue that consideration of students’ prior knowledge and 
experience, and classroom interaction are important aspects of LCT. Hence, 
assessment of teachers’ implementation of LCT required a theoretical framework 
that mirrors LCT beliefs. In such teaching environments, both a teacher and students 
share their understandings of the concepts in a way of creating new conception of the 
respective concepts. As stated herein, the teacher learns from his/her student and vis-
à-vis. (Lalonde, 2011).  
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Fourth, the choice of CP as a theoretical framework to guide this thesis was also 
influenced by the fact of its rare application by researchers and educators in 
understanding LCT practices. Many of the studies on LCT demonstrate the use of 
theoretical approaches other than the CP (Kasanda & Lubben, 2005; Mtika, 2010; 
Preston, 2007) which Freire (1973) and Shor (1987) present it as a radical approach 
to education that seeks to transform oppressive structures in society using democratic 
and activist methods to teaching and learning. According to Shor (1996) and Sweet 
(1998), there is also limited literature that specifically demonstrates the way teachers 
attempt to apply CP in their teaching practices. This is despite the existence of a rich 
mass of literature that considers CP theory in varying dimensions (Breuning, 2009). 
Therefore, the decision to use CP theory, in an attempt to understand how geography 
teachers perceive and experience as they implement LCT was underpinned by 
several factors. The major factors included the need for, a theory which is critical in 
the sense of its ability to show the strengths, challenges, and emancipatory ways to 
improve the classroom practices. The researcher also thought about the need for a 
theory which is holistic in nature, and that is powerful enough to challenge the LCT 
based on the constructivist philosophy. More importantly, the decision to use CP as a 
theoretical framework to inform the study was to avoid theoretical replication on 
similar studies.  
In short the researcher sought to employ a theory that not only promotes students’ 
autonomy and critical thoughts but also one which embraces teaching practices that 
acknowledge the influence of the social and political elements existent in each and 
every day educational context. Figure 2.1 hereunder presents a summary of CP 
theoretical framework premises. 
 
 
 
 
 
 
 
 Learner’s experience and knowledge as a 
basis for teaching; 
 Emphasis on dialectic and dialogic 
teaching; 
 Flexible and reflective learner-centred 
curriculum; 
 Teaching for conscientisation; 
 Praxis teaching; 
 Transformative teaching; 
 Critical and empowering teaching; and 
 Constructivist-oriented teaching 
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Figure 2.1 A summary of CP premises 
 Chapter summary 
This chapter has presented a conceptual understanding of CP as a theoretical 
framework that informs the study. Based on its guiding premises, the theory suggests 
that teachers’ instructional practices need to focus on students’ needs, interests, and 
capacities, where, students’ prior knowledge, and experience form the basis of 
classroom processes. The central idea is that, teachers need to engage students in 
classroom activities which promote critical perspectives. Against the Banking 
Pedagogical Model which accredits the teacher to have all the knowledge and the 
students are simply empty containers, passively waiting to be filled with knowledge 
(Freire, 1993); CP suggests that students as human and social beings possess 
knowledge and experience which support their conception of the world. This 
understanding of students’ acquisition of prior knowledge and experience is also 
supported by McLaren (2003) when he presents that, “school knowledge is 
historically and socially rooted and interest bound”, and “is never neutral 
but…rooted in the notion of power relations” (p. 196).This assumption suggests not 
only a shift in instructional approach from teacher-centred to student-centred, but 
also it presents the need to empower students with critical perspectives to be able to 
critically examine the topics taught, beyond the existing curriculum and educational 
system. The chapter has presented what LCT mean in Tanzania’s context from a 
critical perspective approach. The chapter has discussed some significant 
complexities and contradictions which impede teachers’ effective LCT practices. 
Objectively, this chapter has been a lens in the discussion of the thesis within 
chapters. Chapter three presents a review of literature that relate closely to LCT 
based on constructivist philosophy. 
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CHAPTER 3 
LITERATURE REVIEW 
Introduction 
The literature reviewed in this chapter comes from a range of sources, all of which 
indicated some substantial features related to LCT based curriculum. Right from the 
outset, the literature review is built upon the relational instructional practice of LCT. 
It is then followed by the presentation of constructivism as a philosophy of 
knowledge construction and its implications for teachers’ classroom practices. 
Aspects of the teacher’s pedagogical reasoning and decision-making, collaborative 
teaching and learning, authentic assessment of classroom instruction, and teacher 
education precede the section on LCT geography education. Eventually, the literature 
review presents some critiques on the culturally responsive curriculum, where 
consequently, research gaps and research questions are identified. A summary of the 
review of literature is presented thereafter.  
The relational instructional practice of LCT 
The concept of LCT has been extensively used in the literature about teaching and 
learning practices. According to the many items of literature reviewed, LCT is 
defined as how knowledge is constructed and the focus and motives of classroom 
processes. For this reason, LCT is said to be one of the multiple labels of 
constructivist teaching philosophy (Din & Wheatley, 2007). Other similar 
instructional approaches that could be considered learner-centred according to Din 
and Wheatley (2007) include cooperative or participatory learning; active learning; 
learner-autonomy; student-centred; competence-based learning; place-based 
learning; and value-driven instructional approach. These different approaches 
considered learner-centred reflect those labels by the CP theorists as discussed in 
chapter two. To reiterate a few of the CP theorists’ approaches which encourage LCT 
include the transformative pedagogy; problem-based pedagogy; critical education 
pedagogy; empowerment pedagogy; the emancipatory pedagogy; and the pedagogy 
of the oppressed (Dewey, 1916; Freire, 1970; Kincheloe, 2004) According to these 
CP theorists, the focus of instruction is to facilitate students to develop critical 
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reflection and perspectives about the socio-economic, cultural, and political aspects. 
They suggest that developing critical thoughts amongst students, teachers need to 
cultivate a fluid relationship with their students such that students democratically and 
critically use their prior knowledge and experiences to build new conceptions of the 
topics (Dewey, 1916; Freire, 1970; Kincheloe, 2004). 
Therefore, the following are some definitions and interpretations of LCT as an 
instructional approach that focus on students’ involvement, needs and interests. 
Mehdinezhad (2011) defines LCT as an approach to teaching geared to suffice 
learners’ needs and interests and not teachers’ needs. Mehdinezhad’s definition of 
LCT implies that the teachers’ teaching practices need to consider and integrate 
topics and learning experiences which suit students’ interests and their level of 
understanding. It also implies that students in LCT should underpin teachers’ 
pedagogical decision-making, that is, they should be the focus of instruction. 
McCombs and Whisler (1997) define LCT by placing emphasis on students’ 
learning. They describe LCT as an instructional approach that focuses on individual 
learners, that is, using learners’ prior knowledge, needs, as well as learners’ living 
contexts to influence their engagement in the construction of knowledge (McCombs 
and Whisler, 1997). Based on McCombs’s and Whisler’s definition of LCT, it means 
that learners have different learning experiences and capacities. Learners’ 
experiences and capacities should form the basis for teachers’ decision-making and 
practices. Implied is that teachers need to identify individual learners’ needs and they 
should support all learners based on their needs and instructional capacities. Thus, 
LCT should result in the students’ active involvement in classroom practices 
(McCombs & Whisler, 1997). 
As one of the many different interpretations of the constructivist theory of learning 
(Richardson, 2003), LCT is founded on the assumption that learners construct 
knowledge when they are enhanced to connect the topics with their prior knowledge 
and experiences. This means that learners’ prior knowledge and experiences are the 
basis for LCT. Teachers should thus tailor their instruction to students’ existing 
knowledge and experiences. Other scholars conceptualise LCT in terms of the 
relationships that exist between teachers and students. They see LCT as an 
instructional approach which redefines and transforms the teachers’ role in their 
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teaching. For example, Cornelius-White, Jeffrey and Harbaugh (2009) define LCT as 
an instructional paradigm that requires learner’s active involvement in the classroom 
practice. They explain further that teachers should play a facilitative role to ensure 
every learner takes responsibility for his/her own learning. This suggests that, in a 
learner-centred environment, teachers change their role from authoritative-teacher-
directed to facilitative-student-directed, helping students to learn. 
Schiller (2009) argues that LCT approach denotes a shift in the instructional 
orientation and philosophy from teacher-centred to student-centred approaches. 
According to Schiller, in a teacher-centred paradigm, teachers are the focus of 
teaching and learning, with the students following the directions of the teachers. On 
the contrary, in LCT environment, learners are no longer passive receivers of 
knowledge; instead, they are “active participants in learning and co-constructors of 
knowledge” (Meece, 2003, p.111). Meece’s interpretation of LCT could mean that 
teachers in LCT environment are facilitators of classroom practices who guide and 
promote learners’ involvement in the teaching and learning process. Meece (2011) 
suggests that active learning in LCT results from an active interaction between 
teachers and students. Active classroom interaction according to Freire (1970) and 
Weimer (2002) is enhanced by the teachers’ use of discovery, inquiry, and problem-
solving methods. This means that teachers in LCT emphasise learners’ internal 
motivation and enhancement of multiple learning styles and approaches to influence 
learners’ acquisition of creative and critical thinking as well as problem solving skills 
(Weimer, 2002). According to Weimer, the LCT curricula should emphasise and 
focus on learners’ characteristics and how learning occurs and not curricula content 
in terms of knowledge to be gained. This understanding of LCT suggests the 
implications and emphasis for the teachers’ teaching practices in that the central 
focus of LCT is on learning and not on the achievement of instructional content. 
Mushi (2004, p.35) argues: 
Teachers need to employ participatory modes of teaching to enhance 
students’ capacities as individuals and groups. To this end, students need to 
be engaged actively in educational needs analysis, formulation of learning 
objectives, course development, teaching and learning process, as well as in 
assessment of learning outcome, the processes, which are peripheral to 
traditional didactic approaches. 
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Different from other scholars, Mushi (2004) defines LCT based on its characteristics 
that govern the instructional processes. He lists the LCT characteristics as: (a) the 
need of learners’ active involvement in the instructional process; (b) the need for 
instructional practice that focus on deep learning as opposed to surface learning; (c) 
learners taking charge of their own learning; (d) teacher and the learner learning from 
one another; (e) an existence of fluid relationship between the teacher and the 
learner; and (f) an emphasis on teachers’ and learners’ reflexive practice during 
instructional process (Mushi, 2004, p. 35). Similarly, Gibbs (1995) defined four core 
considerations in the implementation of LCT. These are (a) learner’s active 
engagement as opposed to being passive recipient of knowledge from the teacher 
who posses it; (b) students’ experiences of what is taught in relation to his/her 
context; (c) learning process and competence-based as opposed to content and; (d) 
major instructional decisions to be determined by the learner in liaison with the 
teacher. Based on Mushi and Gibbs characterisation of LCT, it is evident that the 
main focus of LCT is to develop learning competencies and capabilities amongst 
students. It also implies the kind of teacher-student power relationship in the 
classroom processes.  
According to Freire (1970) and McLaren (2003), LCT is a teaching approach that 
requires a change of the long lived instructional cultures and methodologies that have 
characterised ways learners have been conditioned and expected to learn for years. 
Teachers’ teaching approaches have for decades been that which the knowledge is 
transferred from the teacher and passively received by the students (Meece, 2003). 
Freire (1970) called this the banking model of education. By this model, teachers are 
knowledge depositories, who deposit their knowledge to the students. In contrast to 
the banking model of education, (Freire, 1970), proposed what he called a “dialogical 
teaching, through problem posing-pedagogy”. Freire viewed that using a dialogical 
method; the students take a more active role in the learning process than the teacher. 
All teaching and learning are directed to the students and that teachers become 
problem posers and students problem solvers (Freire, 1970). This means that in LCT 
environment, the emphasis is on students’ active sharing of experience and 
knowledge through a well-facilitated dialogue where each student has a stake in the 
learning process. Based on CP theory, the knowledge construction amongst 
individual students is fostered through indoctrination of critical and reflective 
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perspectives of geographical and socio-cultural phenomena (Freire, 1970; Penny 
cook, 1994).  
Other scholars and institutions define LCT in terms of the instructional methods 
used. They distinguish the methods between participatory and non-participatory. 
Their understanding of LCT is underpinned mainly by the level of students’ 
participation in the classroom processes and not their ability to make conceptions of 
the topics (TIE, 2005). According to TIE, students are expected to make conceptions 
of topics when they are actively involved in the teaching process. TIE (2005) 
outlines some of the participatory methods to include small group discussion, think-
pair-share, debate, project-based activities, demonstration, simulation, fieldtrips, 
questions and answers, and the individualised-based assignments. Similarly, Sithole 
(2010) conducted a study to assess how teaching practices of Business Studies 
adheres to LCT instructional beliefs in Botswana’s ordinary level’s secondary 
schools. According to Sithole, business studies subjects aim to equip students with 
practical business skills which enable them to participate meaningfully in production 
in future. Sithole outlined the LCT methods prescribed in the syllabus to include: 
project work, educational visits, use of business resource personnel, simulation, 
group discussions, case studies, and the use of enterprises run and operated by 
students. This means that students’ learning is determined by the level of their 
involvement in the instructional practices. The students’ involvement in instructional 
practices thus becomes the defining feature of the LCT approach. According to 
McCombs and Whisler (1997), the findings from LCT research studies have 
indicated that when a learner-centred environment is present, all students - regardless 
of their diverse learning styles - are provided with strategies that create and support 
opportunities to learn. This could mean that LCT focuses on enabling learners to 
learn, that is, building conceptions of instructional topics. In order to influence 
students’ learning, teachers’ instructional practices need to be directed towards the 
development of students’ autonomy and using students’ prior knowledge and 
experiences as a basis for LCT. 
According to Mehdinezhad (2011) LCT approaches include those which: build on 
learner’s prior knowledge and experience as well as learner’s learning styles to 
accomplish the major aim that is knowledge construction. Mehdinezhad explains 
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more about LCT approaches as those which focus on the needs, and interests of 
students. He further presents that LCT approaches provide learning experiences that 
promote learners’ autonomy, choice, cooperation, meaningful interaction, and meta-
cognitive development. Thus the role of the teacher in a LCT environment would be 
to facilitate student work in pairs, in groups, or individually as well as creating 
instructional environment and opportunities based on learners’ living contexts, and 
using instructional techniques and approaches that promote learners’ sense of 
reflective practices and critical thoughts resulting in the development of competences 
amongst students. Consequently, due to the variation in the conception and 
understanding of LCT, the LCT approach is practiced differently across the world. 
The variation is the conception of LCT has affected its implementation in terms of 
focus of classroom instruction as well as the purpose and objectives of classroom 
instruction. In practice, Msonde (2011), suggests that during the implementation of 
LCT some educators focus on the methods of teaching, others focus on the 
integration of students’ existing knowledge and experience and the students’ 
learning, while others consider aspects such as the teacher-students’ relationships, 
students’ activities, and the achievements of instructional objectives. For the critical 
pedagogues, the focus of LCT is to empower learners with critical thinking and 
problem-solving skills (Dewey, 1966). Whereas, in order to influence students’ 
critical thoughts, teachers need to promote classroom democracy to enhance effective 
dialectic and dialogical sharing of knowledge and experience between the teacher 
and the students (Freire, 1970).  
Reflecting on the conceptual meanings and pedagogical implications of LCT in the 
classroom practices, it seems fair to suggest that in order for students to become 
actively involved in the teaching and learning, a teacher needs to play a facilitative 
role to ensure all students are involved in the classroom processes through creative 
inquiry-based activities which promote students’ critical and reflective thoughts.As 
opposed to a behaviourist way of learning where knowledge is transmitted from the 
teacher to the student, LCT based on constructivist learning beliefs advocates that 
students will construct knowledge of the topic when they are able to connect the 
respective topic with their prior knowledge and experiences i.e. when what is taught 
makes sense in students’ minds (Hiebert &Wearne, 1993; Applefield, Huber& 
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Moallem 2001). The individually constructed representations interact with each other 
in the production of new knowledge and beliefs.  
A further interpretation of LCT is one which considers students as co-constructors of 
learning (Mansell, 2009). According to Mansell, co-construction of learning would 
occur when learners are actively engaged in every stage in the teaching and learning 
process. Mansell feels that learners ought to construct knowledge when they are 
considered partners of the teaching and learning process. As partners of the teaching 
and learning process, would mean learners being actively involved in all instructional 
activities. Mansell outlines activities that learners should be involved to include 
curriculum design, lesson planning, preparation of instructional resources, teaching 
and learning process, and assessment of instructional practices and general 
curriculum implementation (Mansell, 2009). Mansell conception of LCT emphasises 
on the enhancement of learners’ freedom and autonomy in that teaching and learning 
should be based on learners’ choice of content, instructional approaches, and their 
active involvement in the teaching and learning process. This understanding of LCT 
which gives students freedom to select what to learn and how to learn is somewhat 
different from the LCT that underpinned this thesis. Based on this thesis LCT is 
defined as an instructional orientation that places the learner at the centre of the 
instruction while the emphasis being on learning using students’ diverse experiences 
and activity-based and participatory pedagogies as opposed to teacher-centred 
instructional pedagogies (Dewey, 1966; Freire, 1970). Dewey proposes teacher’s 
practice of facilitative role to promote active students’ participation in the classroom 
process. However, Dewey caution that the need for learners to take responsibility for 
their learning is not meant to take teachers’ expertise and their significant role in 
curriculum design, rather facilitate the learning process so that students construct 
knowledge themselves (Dewey, 1966). This could imply that a teacher’s need to 
actively involve students in LCT is not meant to replace his/her role as an expert in a 
given subject, rather, his/her role in enhancing students’ learning to remain critical. 
Teachers’ pedagogical content knowledge is significant in augmenting and refining 
students’ conception of geographical principles and ideas. 
However, positioning oneself as an instructional facilitator in the LCT environment 
requires a change of mindset of cultural conditioning based on the teacher-centred 
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teaching practices. Teaching based on LCT beliefs challenges the long lived 
authoritative and dominant and subordinate cultural practices in the society and the 
school settings in particular (Brantmeier, Aragon & Folkestad, 2011). Therefore, 
teachers in LCT environments need to redefine and reposition their status-quo as the 
source of knowledge to individuals who are enthusiastic to learn from their students. 
Brantmeier et al proposes teachers to empower learners by practicing what they refer 
to as community of practice i.e. teacher and the learner learning from one another. 
This means that teachers in an LCT environment need to empower students to take 
responsibility for their learning. From the CP standpoint, students’ empowerment 
encompasses their active involvement and freedom to critically share their lived 
experiences in building an understanding of the topic. Teachers should design 
activities which promote students’ participation and the development of critical 
thoughts and capacities for problem-solving amongst students (McLaren, 2003). In 
this case, teachers become facilitators of instruction, and co-constructors of 
knowledge and experience. Table 3.1 hereunder presents the major differences 
between LCT and teacher-centred teaching practices. 
Table 3.1 The difference between Learner-centred and Teacher-centred 
teaching practices 
Component  Learner-centred Teacher-centred 
Pedagogical 
reasoning and 
decision-
making during 
planning 
process 
 Learners become the foci and are 
actively engaged in the planning 
process of classroom instruction.  
 The teacher himself 
/herself plans the lesson 
(s) under the influence of 
teacher-dominated 
curricula materials 
including the subject 
syllabus. 
Identification 
of instructional 
needs 
 Both a teacher and students 
negotiate instructional needs 
according to the topic, learner’s 
context and background 
knowledge, resources availability, 
job-market, and the country’s 
educational philosophy. 
 Teachers use readymade 
instructional needs 
identified by curriculum 
developers and teachers 
during classroom process.  
Motivation  Value driven and enhancement of 
learners’ curiosity, creativity, and 
integration of their prior 
knowledge on the subject. 
 By teacher-centred lesson 
objectives and provision of 
external rewards and 
punishment. 
Teaching and 
learning 
 Live classroom instruction, mostly 
activity-based using well organised 
 Passive and teacher-
dominated classroom. 
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process participatory approaches such as 
small group discussion, think-pair-
share, project, and fieldtrips. 
Students sit quietly 
listening and jotting down 
notes from the teacher’s 
lecture. Classroom 
interaction is minimal. 
Teacher and 
students’ 
relationships 
 Fluid relationship such that both a 
teacher and the learner are teacher 
and learner at the same time 
whereas they democratically learn 
from one another. Teachers 
become facilitators, co-
constructors and or partners of 
classroom processes. 
 Authoritative kind of 
relationship where the 
teacher is not only the 
source of knowledge but 
also the master of 
classroom instruction. 
Classroom 
atmosphere 
 Democratic, trusting, warm, 
informal, collaborative, and 
supportive 
 Authoritative, tense, low 
trust, fear, and 
predominantly formal. 
Evaluation of 
instruction 
 Mainly formative assessment 
where teachers and learners jointly 
assess their instruction and 
evaluation is interwoven in the 
instruction. Teachers use 
evaluation results to inform their 
classroom practices. 
 Evaluation techniques that are 
designed to involve students in 
examining their own learning, 
focusing their attention on their 
learning needs and changing 
understanding rather than on a 
grade 
  Classroom evaluation is 
done by teachers and 
experts and mostly at the 
end of instruction; 
 Teachers use evaluation 
for grading, which 
subsequently are used to 
motivate students as well 
as to provide parents with 
information about their 
children’s academic 
progress 
Understanding   High possibility for deep and 
long term learning of 
geographical phenomena  
 High possibility for 
surface learning and 
short term conception 
of geographical 
phenomena.  
Source: Adapted from Msonde (2011, p.35) 
As observed earlier, considering the existing differences between LCT and teacher-
centred instructional approaches, the practice of an LCT geography curriculum 
would demand teachers making major instructional reform. However, both the 
research on the shift of instructional approach (Richardson, 1990) and the reform 
efforts in education suggest complexities and difficulties in their realisation. 
Tabulawa (1998) noted that, besides the popularity of LCT in the 21st century, in 
practice, the approach has significantly failed in many schools. According to 
Tabulawa, despite the remarkable efforts to shift instructional practices from teacher-
centred to learner-centred yet classroom practices are predominantly teacher-centred. 
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He felt that schools’ organisational and structural complexities as well as cultural 
influence on teacher-student relationships created conditions that sustained teacher-
dominated classroom practices (Tabulawa, 1998). Tabulawa’s study would suggest 
that effective implementation of LCT would not be realised unless schools’ 
organisation and structures are redefined and transformed and all cultural values that 
promotes teacher’s authoritative tendencies are also addressed. 
The pedagogical transformation and studies across the world demonstrate different 
interpretations of LCT in theory and practice. Many stakeholders such as curriculum 
planners and teachers conceive LCT in terms of the methods of instruction (GoURT, 
2005; Msonde, 2011). For them, implementation of LCT is defined in terms of 
teaching methods used and not how students are engaged in the knowledge 
construction process. As such, the teachers’ teaching practices are limited to using 
particular instructional methods assuming that by doing so, learners would 
automatically engage in the knowledge construction processes. 
For example, the GoURT (1997) grouped instructional methods as participatory and 
non-participatory methods. The GoURT outlined the participatory instructional 
methods to include: group discussion, debates, role plays, demonstrations, study 
visits, case studies, film shows, games, simulation, projects, discovery learning and 
brain storming. The GoURT also presented non-participatory methods to distinguish 
from participatory methods. The non-interactive instructional methods included: 
question and answers, storytelling, songs, lecture, chalkboard notes and talks 
(GoURT, 1997, p. 41). Therefore, the GoURT recommended the use of participatory 
methods focused towards LCT. The aim of using participatory methods was to 
influence students’ participation in the knowledge construction. 
According to Mushi (2004), the teaching methods that actively involve learners in 
the teaching and learning processes increase the chances of promoting LCT. He 
argues that the students are liable to become passive if the teaching employs methods 
that rarely involve learners. As observed before, although this line of thought 
demonstrates the LCT methodological approach, yet, it overlooks the role of the 
instructional methods in the students’ construction of knowledge. Putting an 
emphasis on the instructional methods only, may limit the students’ potential to 
develop critical perspectives and competencies during the learning process. 
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According to Msonde (2011), emphasising the use of particular methods, which call 
for a maximum learner’s involvement is a traditional way of conceptualising LCT. 
He sees that instructional methods, strategies, and techniques have nothing to do with 
learner’s engagement in the learning process, unless the methods focus on what the 
students are expected to develop in a particular instructional topic (p. 38). 
Therefore, based on the discussion of LCT, it is logical to argue that LCT relates to 
constructivist instructional philosophy and CP. This is due to their emphasis on the 
focus of instruction and the importance of learners’ autonomy in the instructional 
processes. The constructivist instructional philosophy and CP also focus on the need 
for students to engage in the knowledge construction through a meaningful 
dialoguing and problem-solving abilities (Freire, 1970; Pennycook, 1994; Yilmaz, 
2008).  
In summary, LCT could be conceptualised as an instructional approach that focuses 
on helping students to construct understanding of concepts and principles using their 
prior knowledge and experiences from their day to day life. Teaching strategies are 
tailored to students’ lives and teachers encourage students to analyse, interpret, and 
predict information. Effective dialoguing and students’ active participation in the 
classroom processes becomes the defining feature of LCT practices. This means that 
effective LCT should result in the students’ knowledge construction. Students should 
be involved in activities which stimulate creativity, critical thinking, and problem-
solving skills. 
Therefore, the researcher makes a case that in order to promote students’ 
participation in knowledge construction; much attention should be focused on how 
teachers understand LCT and its implications for classroom processes. Teachers’ 
practices should not only be reflected by students’ participation, they should also 
engage students in knowledge construction using their diverse experiences. Msonde 
(2011) noted that learners’ active engagement in a lesson does not guarantee their 
learning i.e. knowledge construction. Thus, effective implementation of LCT will be 
determined by the teachers’ understanding of the approach and their pedagogical 
motivation to engage students in the instructional practice (Mushi, 2004). Learning 
objectives will then be realised by active collaboration between the teacher and 
learners whereas learners are promoted to make sense of the topic using their prior 
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knowledge and varied instructional experiences (Von Glasersfeld, 1995). The next 
section presents a review of literature on constructivist theory to broaden an 
understanding of how knowledge construction might occur in LCT classroom 
environment.  
Constructivism as a philosophy of knowledge construction 
The concept of “constructivism” has been conceptualised in many different ways. 
Phillips (1995) defines constructivism as a theory of learning that focus on the 
construction of knowledge. Phillips believes that knowledge construction as both an 
individual and social process, that is, it involves individual’s own creation of 
knowledge as well as knowledge creation that occurs when individuals engage in 
dialogue about specific phenomena (Phillips, 1995). Richardson (2003, p.1623) 
provides a broad definition of constructivism stating that, “it is a theory of learning 
or meaning making, that individuals create their own understandings on the basis of 
an interaction between what they already know and believe and ideas and knowledge 
in which they come into contact”. Implied is that, as opposed to mechanical 
processes that do not involve mental functioning, knowledge construction is a mental 
process that occurs when one interacts with nature or one another in the struggle for 
understanding of different phenomena. This understanding of constructivism may 
thus be regarded as a shift in instructional approach from teacher-centred to student-
centred. The belief that learners are empty headed passively waiting to receive 
readymade knowledge from teachers does no longer makes sense. Instead, it is 
believed that learners actively create knowledge using their prior knowledge and 
experience as they interact with the environment and/or instructional topic (Liu & 
Metthews, 2005; Richardson, 2003). This means that, as opposed to the teacher-
centred teaching, in constructivist instruction, learners become the focus of all the 
teachers’ instruction, and thus LCT. This is also supported by Marincovich (2000) 
who provides significant difference between Problem Based Learning and teacher-
centred teaching and the implications for teachers’ practices. Marincovich states that 
problem-based learning requires teachers to play a facilitative role promoting 
learners active engagement in the construction of knowledge rather than transferring 
the subject content to the learners using teacher dominated instructional approaches 
(Marincovich, 2000).  
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According to Marincovich, the concept of being learner-centred and process-oriented 
requires teachers’ instructional practice to be directed to the learners i.e. learners 
being actively involved in the construction of knowledge. Marincovich thus connects 
student-centred teaching with constructivist theories that place the learner at the 
centre of classroom instruction. Therefore, “Constructivism” as observed by 
Marincovich (2000) is credited to be the father of student-centred teaching, which is 
the focus of this thesis. 
Considering the different conceptions of constructivism as a knowledge construction 
philosophy, there are some explanations that in one way or another all subscribe to. 
Hence, these similar understandings of constructivism are considered a mild version 
of constructivist claims (Baker; McGaw & Peterson, 2007). The following are some 
of the basic explanations of constructivism, based on the analysis of Taber (2006, p. 
139): 
(a)  Knowledge is constructed by an individual learner as he/she encounters with 
nature and/or as one interact with the other in dialogue or group setting. 
Implied is that learning is a mental process occurring within an individual 
learner and not passively occurring from the teacher;  
(b) Learners possess rich prior knowledge and experience that is significant in 
the construction of new knowledge;  
(c) Whatever similar conception of ideas that may exist among learners; they still 
perceive the world differently. While some of their perceptions and 
understandings might be socially and culturally accepted, others may not  
(Baker; McGaw and Peterson, 2007);  
(d)  In some cases, learner’s prior knowledge and experience of the world may 
not be in agreement with scientific principles and some may result in 
persistence and difficulty to change;  
(e)  Learners have different conceptual structures resulting in their differences in 
way/learning styles, abilities, as well as capacities to construct knowledge of 
concepts and principles of different phenomena 
(f)  Instructional practice need to integrate learner’s prior knowledge and 
experience in order for a meaningful learning to occur; and  
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(g)  The society and the environment have significant contribution in the 
individual’s construction of knowledge. Meaning that the learner constructs 
knowledge of different phenomena as he interacts with the environment 
individually and in the social settings.  
Phillips’ (1997) classifies constructivism in two groups as “social constructivism” 
and “psychological constructivism”. According to Phillips, the classification of 
constructivism is based on the nature and how knowledge is constructed. He explains 
that when an individual construct meaning of concept by the use of individual’s own 
meta-cognition, the process is referred to as psychological construction of 
knowledge.  As opposed to individual’s construction of knowledge, in some cases, 
conception of the world is realised when two or more individuals engage in dialogue 
or discussion. Phillips suggests that knowledge creation that occurs as individuals 
interact among themselves is said to be socially constructed thus social 
constructivism (Phillips, 1997; Richardson, 2003). 
Based on the constructivists’ claims about knowledge construction, it could be 
argued that learners construct knowledge when certain conditions are met. These 
conditions may include: learner’s stable mind for cognition; learner’s prior 
knowledge and experience; the social environment; and the subject matter. In this 
situation, knowledge construction occurs when students are involved in classroom 
processes and where the teacher provides enough opportunities for students to share 
their experiences connecting with the subject matter thus creating new 
understandings of the concepts, ideas and principles (Fosnot, 1996). Fosnot provides 
a brief summary of the constructivism beliefs: 
…a constructivist view of learning suggests an approach to teaching that 
gives learners the opportunity for concrete, contextually meaningful 
experience which they can search for patterns, raise their own questions, and 
construct their own models, concepts, and strategies. (1996, p. ix) 
Fosnot’s overview of knowledge construction reflects the emphasis provided within 
the Tanzanian curriculum which stresses the need for students’ involvement in the 
knowledge construction processes. The curriculum emphasises teachers’ use of 
inquiry based methods geared at enhancing students’ fundamental skills such as 
critical thinking, problem-solving, and communication (TIE, 2005). This follows the 
central aim of CP that emphasises teaching focusing on the “indoctrination of critical 
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thoughts” in the students’ minds (Freire, 1972; Giroux, 2002). Fosnot (1996), Freire 
(1972), and Giroux (2002) give an insistence on learners’ actively involvement in 
and taking charge for their own learning- actively participating in the knowledge 
construction processes through reflective thinking and integration of students’ 
diverse experiences in a well organised, activity based and democratic dialoguing.  
The critical theorists emphasise the importance of students’ engagement and 
immersion in the critical thoughts-based classroom activities. They underscore the 
role of classroom democracy and effective and focused dialoguing amongst students 
in order for learners to be able to construct knowledge. hooks (1994, p. 21) writes: 
When education is the practice of freedom, students are not the only ones 
who are asked to share, to confess. Engaged pedagogy does not seek simply 
to empower students. Any classroom that employs a holistic model of 
learning will also be a place where teachers grow, and are empowered by 
the process. That empowerment cannot happen if we refuse to be vulnerable 
while encouraging students to take risks.  
This could mean that students are best involved in the knowledge construction 
process when they are fully empowered and take control of the teaching and learning 
process. The literature review informs that teachers as facilitators should be ready to 
encounter and intervene the possible risks that may arise in the implementation 
process of LCT practices. Teachers should cultivate and promote students’ self-
reflection through individual and interactive activities. Thinking as a self and social 
process results from social practices.  
According to critical pedagogues, in order for students to participate in the 
construction of knowledge, teachers need to create classroom environments and use 
instructional approaches that promote students’ involvement in classroom processes 
in a reflective, creative and critical manner. Critical theorists recommend teachers’ 
use of problem posing strategies and provision of both individual and group based 
activities with teachers’ minimal intervention (Dewey, 1966; Freire, 1972; McLaren, 
2003). In other words, CP emphasises teachers’ change of pedagogical approach 
from teaching to learning where the teacher and students form what Mansell (2009) 
refer to it as a community of learners. Students are given more time to ask questions 
and answer them, to discuss problems posed by their peers and teachers and 
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participate in doing their assignments. Mansell writes about a community of learners 
stating: 
…in an active learning environment, students help each other as meaning is 
co-constructed. The students are described as cognitive apprentices to the 
teachers and each other; expertise is distributed throughout the class (p.36).  
According to Brown and Campione (1996), students in a collaborative teaching 
environment are learning the skills of “independent and collaborative research” 
(p.125). Despite Taber’s (2006) constructivist tenets, the American Psychological 
Association Board of Educational Affairs (APABEA) (1997); Applefield, Huber, and 
Moallem (2001); Doolittle and Hicks (2003); Goldin (1990); Hendry(1996); Henson 
(2003); McCombs and Whisler (1997); Von Glasersfeld (1995); and Weimer (2002) 
presented different, but similar constructivist teaching beliefs which are coined to 
include the following: 
(a)  When the teacher creates learning environment that allows learners’ 
flexibility and freedom to interaction, there is great possibility for them to 
effectively participate in the construction of knowledge ; 
(b) Teachers use instructional topic as a catalyst to promote learners creative and 
critical thinking as well as to connect school curriculum with learners’ 
everyday life, that is, thinking beyond the school perimeters; 
(c) A shift in instructional approach from teacher-centred to learner-centred and 
from teacher’s classroom domination to a more facilitative and participatory 
role; 
(d) Learners taking charge for their own learning under the teachers’ facilitation 
to enable them understand their learning potentials as they struggle to 
construct knowledge; 
(e) Use of assessment approaches and techniques to influence learners’ active 
engagement in the construction of knowledge; 
(f) Learners’ prior knowledge and experiences as basis for effective teachers’ 
pedagogical reasoning and decision making and practices;  
(g) The influence of social interaction in learners’ involvement in knowledge 
construction process;  
(h) The need for learning-centred instructional activities that promote learners’ 
active engagement in the construction of knowledge; 
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(i) Learners use their existing knowledge and life-based experiences to 
meaningfully interpret the concepts and principles of the subject matter –
meaning that knowledge is not passively acquired, rather, it is the result of 
active meta-cognition in the mind of an individual learner; and 
(j) Knowing and the grasp of knowledge are biological and developmental 
processes as well as socio-cultural, and language-based interactional 
phenomena. 
On the other hand, Henson (2003) categorises the constructivist beliefs into five 
major premises that: First, learners have different learning characteristics 
underpinned by their socio-economic backgrounds as well as their genetic variation 
which affect their meta-cognition and learning interests. Teachers need to use 
learners’ differences to actively involve them in the classroom practice Second, 
Teachers need to consider learners’ individual learning differences such mental 
functioning, different learners’ talents, needs, and learning styles. Third, the need for 
teachers to connect the topic to the learners’ interests, prior knowledge and 
experience and to actively engage them in the classroom instructional practice. 
Fourth, effective and meaningful learning occurs where the learning environment 
allows learners’ freedom and flexibility and where there is fluid relationship and 
respect between the teacher and the learner. Fifth, learning is viewed as an intrinsic 
and natural mental process that involves learners’ motivation and autonomy in the 
struggle to interpret and understand the world. 
Therefore, based on the reviewed literature about constructivist view of knowledge, 
learners are said to be the basis for knowledge construction (Doolitle & Hicks, 2003). 
The debate about constructivist view of knowledge has resulted in the existence of 
two groups of people with opposing beliefs. There are those who believe that 
learners’ constructed knowledge represents the reality about the phenomenon i.e. 
cognitive constructivism. The second group believe that knowledge cannot in any 
case represent a reality of an object or phenomenon. This group of thought supports 
its position stating that knowledge construction occurs within a social setting (social 
constructivism) or within an individual based on individual’s prior knowledge and 
experience of the topic (radical constructivism) (Liu & Metthews, 2005).  
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What assists to classify or identify thet types of constructivist epistemology is, as 
Phillips (1995) state: 
cognitive constructivists have been concerned with how the individual 
learner goes about the construction of knowledge in his or her own 
cognitive apparatus; for other constructivists [social and radical 
constructivists], however, the individual learner is of little interest, and what 
is the focus of concern is the construction of human knowledge in general. 
(p. 7) 
Therefore, understanding the constructivist characteristics could mean that 
explaining knowledge as a commodity awaiting to be exchanged or transferred from 
one (teacher) who possesses it to the learner who does not have it is an outdated 
conception of what teaching and learning mean. Instead, knowledge construction 
should be conceived by the way learners are actively involved in the classroom 
instruction using a variety of activities and instructional resources (Msonde, 2011; 
Weimer, 2002) under the teacher’s facilitation. 
Jean-Jacque Rousseau (1712-1778) is often recognised as a founder of the student-
centred educational movement (Darling, 1994) states that teachers should facilitate a 
lesson such that children should discover the world around them as opposed to 
having it presented to them through a textbook or a teacher as knowledge 
depositories. Masters and Holifield (1996) write that: 
A teacher’s responsibility is, in the first place, to plan lessons correlated to 
the child’s desires and natural development and to let the senses develop in 
relation to their proper objects and, secondly, to encourage the learning of 
sciences as the almost natural outcome of the use of the senses (p. 560). 
With regard to education of the children, Rousseau seems to suggest that children are 
different and likewise instruction needs to vary in order to suit the learning diversity 
across learners. According to Darling (1994), among Rousseau’s many educational 
ideas, two key ideas that are more relevant to LCT are that students cannot be hurried 
into learning and that understanding does not occur as readily as most teachers would 
like or believe. 
The Tanzanian government’s LCT orientation guided by education for self-reliance 
philosophy is credited to the philosophy of Dewey, Freire, Piaget, and Vytgostky 
(Mushi, 2004). One addition that Dewey and Vytgostky make to the LCT paradigm 
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is the social aspect. Dewey and Vytgostky believed that not only should the 
education of children involve interactions with other children but one purpose of 
education should be the positive impact on society as a whole (Dewey, 1938; 
Vytgostky, 1978). Classroom interaction according to Dewey (1938) and Vygotsky 
(1978) is one of the important aspects for effective and meaningful classroom 
practice Dewey believed that the teacher should be a guide to the student’s natural 
curious disposition. Dewey (1938) writes: 
It is no longer a question of how the teacher is to instruct or how the pupil is 
to study. The problem is to find what conditions must be fulfilled in order 
that study and learning will naturally and necessarily take place, what 
conditions must be present so that pupils will make the responses which 
cannot help having learning as their consequences (p. 45).   
In other words, Dewey advances the idea that the learning environment is a 
significant factor in LCT practices. This could also mean that students will only be 
able to construct knowledge when certain classroom instructional conditions are met. 
Dewey also observes teachers’ knowledge base and decision-making as vital in 
influencing a positive learning environment for students to be able to construct 
knowledge (Shulman, 1987). This repetition of the argument that students need to 
take responsibility for their learning indicated a shift in the instructional theories 
from behaviourism to constructivism. The results of this cognitive revolution have 
led to the emergence of modern and learning-centred instructional methods and 
strategies which place the learner at the centre of teaching and learning (Anderson, 
Reder, & Simon, 1996). Those who subscribe to the constructivist paradigm believe 
that students are active learners who build understanding of the phenomena from 
their existing knowledge and experiences and as they come across new learning 
experiences (Driver & Oldham, 1986; Branco & Valsiner, 2004; Bentley & Ebert, 
2007). Brooks and Brooks (1999) write the following: 
In a constructivist classroom, the teacher searches for students’ 
understandings of concepts, and then structures opportunities for students to 
refine or revise these understandings by posing contradictions, presenting 
new information, asking questions, encouraging research, and/or engaging 
students in inquiries designed to challenge current concepts (p. ix).  
Goldin (1990) identifies what could be stated as practical implications of 
constructivism for teachers’ practices. They include: 
  
77 
 
(a) A view of knowledge as constructed by individuals and not as an existing 
body of knowledge or truth about a phenomenon; 
(b) An view of knowledge as constructed by an individual (learner) and not 
transmitted by the teacher; 
(c) A view of learning as occurring effectively through learners’ active 
involvement in classroom-based activities and the use of participatory 
instructional methods; 
(d)  Integrated and participatory formative classroom assessment of instructional 
practice as opposed to the long used paper-pencil testing of skills’ 
acquisition; 
(e) Limited emphasis on direct and correct responses while creating learning-
centred classroom environment to support learners with different learning 
styles, needs, and interests; and 
(f) Teachers’ pedagogical reasoning and decision-making should focus on the 
deeper and broader reflection and understanding of the subject matter and 
building an understanding of instructional practice as a mental and 
constructive process from teachers’ and students’ own critical thoughts, 
reflective practice, and problem-solving experiences. (p. 31) 
 
This means that teachers should be aware of not only how knowledge construction 
takes place within the student’s mind, but also they should understand the kind of 
instructional conditions which encourage and promote student knowledge 
construction. Teachers need to create classroom environments that encourage 
democratic dialogue between a teacher and students and amongst students. Teachers 
should facilitate students with varied classroom activities ranging from individual 
based, pair work to small group activities that students will discuss and present under 
the close guidance of teachers. Teachers will be able to effectively implement LCT 
only if they strive to understand students’ instructional needs, interests, and their 
diverse prior experiences which are significant in the knowledge construction 
processes.  
The Australian report to the Department of Education, Employment and Workplace 
Relations (ADEEWR) (2008) about a study that examined the Teaching of 
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Geography in Years 3-10 presented the qualities for effective learning-centred 
teaching stating that:  
Best practice in geography teaching should move students beyond a focus 
on the descriptive, that is, the ability to describe the features of our planet’s 
surface and their spatial location, to include conceptual and creative 
questioning that combine the discrete inter disciplines of physical and 
human geography. By application of theoretical models and investigation of 
case studies students are able to explain why our world is like it is. By 
asking students to then consider what should be enables the application of 
their geographical knowledge, skills, understandings and values to address 
contemporary problems and consider solutions. (ADEEWR, 2008, p.44) 
The ADEEWR report suggests that under constructivist learning, learners should be 
involved in the activities which promote higher order thinking. According to CP, 
students are likely to engage in critical reflective practices when they freely 
participate in a meaningful dialogue about the subject matter. Critical theorists 
propose students to engage in classroom activities which relate to their prior 
knowledge and experiences and those which promote students’ curiosity and 
inquisitiveness (Dewey, 1966; Freire, 1970). Figure 3.1 hereunder demonstrates how 
knowledge construction occurs in a constructivist classroom environment. 
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Figure 3.1. The constructivist learning process in geography 
Source: Adapted from Sunal and Haas (2002, p. 24)  
Criticism of constructivism as a philosophy of knowledge construction 
The following are pertinent critiques of constructivism based on the review of 
literature: 
(a) Constructivism explains mainly about how learning ought to take place and 
not the way teaching influences learning (Phillips, 1995/1997; Von 
Glasersfeld, 1995); 
(b)  Constructivism is controversial in itself. While it assumes that there is no 
true knowledge that exists, it also acknowledges the individual’s existing 
knowledge and experience that he/she brings to the classroom. It is this 
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knowledge which supports students to construct new understandings of the 
subject (Rowlands, Graham, and Berry, 2001); 
(c) The role of students’ prior knowledge and experience. In order to understand 
how the existing knowledge of the student can accommodate new ideas 
taught by the teacher, there is a need to investigate how the student conceive 
and interpret the topic taught in line with scientific principles/evidence-based 
knowledge about the respective topic. In the same way, in order to know 
group’s conception of an idea or a problem would require consideration of 
what individuals in the group conceptualise and/or propose as strategies or 
ways to address the existing instructional topic. However, in either case, 
“consideration must be given to the content of what is being learnt, such as 
what concepts are involved and their relation to other concepts in the body of 
knowledge, or what inferences need to be made” (Rowlands, Graham, & 
Berry, 2001, p. 2). Likewise, though it is something common in geography 
for example, to use the knowledge of the previous concepts to learn the new 
geographical concepts, constructivists have increasingly failed to provide 
clear explanations regarding the process of integrating learners’ 
understandings of the concepts based on their contextual and cultural 
knowledge and experiences;  
(d) Constructivism and knowledge transmission. As discussed herein, 
constructivism philosophy argues against a banking model of education 
where the teacher transmits readymade knowledge to the learner who does 
not possess it, instead, it requires teachers to support learners to take 
responsibility for their own learning i.e. understanding that knowledge 
construction occurs as a result of individual’s mental cognition process  about 
the topic/concept. Constructivism therefore challenges knowledge 
transmission metaphor that also is the main focus of this thesis (Jaworski, 
1994). Nevertheless, constructivist beliefs seem not to apply in all topics 
and/or subjects. Effective facilitation of classroom instruction would require a 
fairly description of explanation of concepts and principles to promote 
learners’ conception and connection of the concepts to their prior knowledge 
and experiences. In the teaching of geography for example, learners’ 
conception and reflection of some concepts would require teachers to 
describe, define, and/or explain about the concepts as a way to promote 
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learners’ thinking and reflective practice (Skemp, 1971). Therefore, it seems 
important that the idea that knowledge in LCT cannot be transmitted to 
constitute an important area for further research; and 
(e) Constructivist learning is time consuming and thus it compromises the timely 
completion of the syllabus (Phillips, 1995) 
Terhart (2003) contends that constructivism does not present a new instructional 
theory different from the traditional teacher-centred instructional theories. Besides 
the role constructivism play in enhancing learning amongst learners, it does not 
denote a change or shift from the long lived teacher-centred teaching. A paradigm 
shift according to Fosnot (2001) requires a deeper level of modification. Fox (2001) 
observed that in its emphasis on learners’ active participation, constructivism rarely 
appreciates the teacher-centred characteristics and methods such as memorisation, 
question and answers, demonstration, as well as passive perception of the 
instructional topic, which influence learners’ construction of knowledge. On the 
contrary, other researchers (Biggs, 1998; Jin & Cortazzi, 1998) critique 
constructivism as a philosophy governing learners’ construction of knowledge stating 
that it does not always guarantee learning the same as teacher-centred instructional 
approaches have not always meant the end of teachers’ creativity in improving 
classroom practices.  
Nevertheless, with all criticisms about constructivist instructional theory, one cannot 
underrate its influence and emphasis of instructional practices to be directed to 
students’ interests and needs and those which promote students’ critical thoughts and 
problem-solving skills. This means that the role of constructivist theory on students’ 
learning cannot be dismissed by its limitations. The teachers’ teaching practices 
should consider the limitations as opportunities in creating instructional 
environments that fosters students’ active involvement in knowledge construction.  
Therefore, the critical review of constructivism as a theory of learning demonstrates 
how it relates to LCT. That is, while constructivism establishes the psychological and 
philosophical justification of knowledge construction within individuals; LCT 
characterises teachers’ pedagogical behaviours and instructional environment that 
support individuals’ knowledge construction. Therefore, assessing how teachers 
perceived and experienced the implementation of the LCT approach, the researcher 
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sought their understanding of it and whether it was underpinned by constructivist 
learning beliefs in order to determine how it informed their practices. Thus, the first 
sub-research question asked “how do geography teachers in Tanzania understand 
LCT?” The researcher assumed that teachers’ understanding of LCT might have 
influence on their pedagogical decision-making and practices.  
Teacher’s pedagogical reasoning and decision-making 
The terms pedagogical reasoning and decision-making are two different, but closely 
related, concepts. The two concepts concern the teacher’s thinking, beliefs and 
classroom practices (Wilhelm & Li, 2008). Wilhelm and Li view that teachers’ 
thinking and beliefs influence their pedagogical practices. This means that the way 
teachers teach and interact with students depends on their pedagogical beliefs and 
considerations before, during, and after instruction. In their study about the 
relationship between teachers’ beliefs and practices in reading comprehension 
instruction, Richardson, Anders, Tidwell, and Lloyd (1991) observed that teachers’ 
attitudes and beliefs of reading comprehension influenced their teaching approaches 
and practices. Implied is, knowing teachers’ preference in terms of pedagogical 
reasoning and decision-making is significant in an understanding of their teaching 
practices. Richards (2001) asserts that the terms of pedagogical reasoning and 
decision-making underpin the classroom instructional practice. He states, “teaching 
is a dynamic process characterised by constant change. Teachers therefore have to 
make decisions that are appropriate to the specific dynamic of the lesson they are 
teaching. These kinds of decisions are called interactive decisions” (p. 10). Mercier 
(2012) described pedagogical reasoning as a set of components in which sub-
components are nested. According to Mercier, these components represent the 
cognitive activities associated with (a) building an understanding of the students for 
which the learning activity is intended; (b) making a diagnosis of the student’ 
learning difficulties; and (c) planning appropriate instruction (p. 3). Building an 
understanding of the students according to Mercier involves comprehension 
processes, in which the information available is supplemented by pertinent domain 
knowledge possessed by the teacher. This could mean that effective teachers’ 
instructional practices are underpinned by their knowledge and reflective practices in 
the subject and instructional planning. According to CP theorists, teachers’ planning 
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needs to integrate the subject, methods, and resources within the broader 
understanding of the students’ knowledge and experiences they bring to class 
(Dewey, 1966; Freire, 1970).  
Mercier (2012) theorises teacher planning as a pedagogical reasoning within a 
cognitive perspective to provide insights regarding teachers’ decision-making and 
their teaching. She outlines the concepts associated with cognitive functioning to 
include: comprehension, reasoning, planning, and problem-solving (p. 3). Mercier 
(2012) investigated the influence of a cognitive model on the teachers’ instructional 
planning in the laboratory environment. The aim was to examine teachers’ variation 
in pedagogical reasoning and decision-making in laboratory and actual environment. 
It was found that (a) there existed some similarities and minimal variation in how 
pedagogical reasoning and decision making unfolds experts in the laboratory and real 
contexts; and (b) the domain knowledge influenced only in some aspects of the 
pedagogical reasoning process (p.11). One of the study conclusions according to 
Mercier was that the pedagogical reasoning model formed an adequate depiction of 
teacher planning in real-life environments. She suggested that the model could be 
used in conjunction with the modern instructional models hinging on global and 
authentic tasks. 
Starkey (2010) investigated how pedagogical reasoning and action influence learning 
in the cutting-edge technology. The study compared Shulman’s 1987 model with 
instructional reality of the digitally able new teachers. Employing a multiple case 
study design, the study examined how beginning teachers made decisions regarding 
the use of computer-based technologies within their classroom instructional 
practices. The open-ended interviews and observation were used to explore and 
experience the beginning teachers’ pedagogical reasoning and decision-making. It 
was found that Shulman’s pedagogical reasoning and action model was still relevant 
for teachers’ practices. However, the study identified one major critique of the 
model. According to Starkey, the model is teacher-centred in that, it assumes the 
knowledge is being passed from a teacher to their students. Thus the model seemed 
to limit the digitally able teachers’ classroom innovations.  
Starkey’s study suggested the need for a broader and deeper interpretation of 
knowledge and classroom practices within the model that builds on the current 
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learning theories to support the reform practices in teaching. In other words, Starkey 
advanced the model to the “digital age” in a connectivity stance suggesting the 
adoption of a new framework for teachers which align with the contemporary 
theories of learning. 
Based on the existing studies, it is logical to argue that there is a close relationship 
between the instructional contexts and the teachers’ pedagogical reasoning and 
decision-making processes. The studies also demonstrate that, teachers’ pedagogical 
reasoning and decision-making determined the quality of teachers’ classroom 
practices. Therefore, understanding how teachers’ pedagogical reasoning and 
decision-making reflect LCT beliefs were one of the foci of this study. As Anderson 
and Peck (2007) suggest that the “pervasive tension between thinking and doing 
characterises the work of teaching” (p.19). The researcher assumed that teachers’ 
pedagogical reasoning and decision-making processes during planning of their 
instructions might have influence on LCT. Wilhelm and Li (2008) points out that as 
teachers implement an instructional task, besides having a lesson plan, it is important 
for teachers to continuously reflect the classroom process. By so doing, the teacher is 
constantly and continuously making pedagogical decisions that are meant to improve 
the quality of his/her instructional practice. This in CP terms implies that teachers’ 
pedagogical reasoning and decision-making is not only a reflective process, but it is 
also holistic and formative in nature (McLaren, 2003). Teachers as reflective 
practitioners need to critically plan, implement, and evaluate their instruction and 
more importantly use the evaluation results to inform their practices. 
Shulman’s (1987) model of teacher’s pedagogical reasoning and action thus also 
influenced this study. In addition to substantive and syntactic knowledge, Shulman 
(1987) provided the type of knowledge that teachers need for pedagogical decision-
making and practices based on the diverse students’ instructional needs and 
backgrounds. Shulman’s knowledge base for teachers includes: 
(a) Subject-matter or content knowledge: This includes knowledge of the 
concepts and subject topics i.e. substantive knowledge and teacher’s 
knowledge of the principles and/or philosophical underpinnings of the 
respective concept, theory, topic, and/or subject i.e. syntactical knowledge;  
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(b) General pedagogical knowledge: This is knowledge regarding that explain 
theories of child development in relation to learning. It also seek to 
understand learners’ socio-cultural influence on their learning as well as the 
implication for classroom organisation and management;  
(c) Pedagogical content knowledge: This is knowledge about ways children 
interpret the subject matter and how the teacher represents the subject in a 
way that is understandable to learners. In the case of geography, pedagogical 
content knowledge distinguishes between the geographer’s comprehension of 
the subject matter  as opposed to the teacher who transform the subject matter 
to accommodate learners’ instructional needs and interests based on their 
prior knowledge and life experiences;  
(d) Curricula knowledge: This is knowledge about all aspects that form the 
curriculum. It includes teachers’ knowledge of the topics, instructional 
resources, syllabus materials, as well as knowledge and awareness of how 
information relate within the topic and across the subject. Curriculum 
knowledge also includes teacher’s ability to critique the subject content in 
terms of the strengths, challenges, and prospects to improve its relevance and 
adequacy for meaning learning to occur; 
(e) Knowledge of learners and learning: This is knowledge of learners’ 
strengths, challenges, needs, interests, and mental capability as well as 
understanding of different instructional theories of teaching and learning  
from classical to post modern theories to aid understanding of how learners 
interpret the world; 
(f) Contextual knowledge: This is knowledge of factors affecting effective 
classroom instruction within and beyond the school–In geography; contextual 
knowledge may include the quality of geography curriculum, learners’ and 
society perceptions regarding an LCT approach, and Tanzania’s educational 
and socio-economic and cultural policies and initiatives. Generally, it is all 
about teachers’ understanding of the influence of students’ contexts – within 
and outside the school on teaching  and learning of geography based on LCT 
beliefs; and 
(g) Educative knowledge: This is knowledge about country’s educational 
philosophy, policies, and the major educational objectives that are to be 
realised during classroom instruction and thus education system in general. 
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However, since the inception of Shulman’s model, many changes have occurred in 
the instructional contexts particularly in developing economies such as Tanzania. 
The changes in the instructional contexts are partly due the development and the use 
of science and technology-information and communication technology. This 
development in the use of information and communication technology according to 
Starkey (2010) has resulted in a change of teachers’ pedagogical reasoning and 
decision-making thus affecting their classroom practices. The focus has now shifted 
to students taking an active role in their learning.  
Similarly, critical theorists and constructivist LCT theorists advocate teachers to 
engage students in the critical thinking and problem-solving activities. Thus, in order 
to effectively involve students in the instructional processes, teachers’ pedagogical 
reasoning and decision-making need to align with LCT beliefs within the contexts of 
CP. Implementing LCT needs therefore to consider other pedagogical aspects which 
the Shulman’s model either gave a cursory attention to or did not consider them at 
all. As presented herein, these aspects include students’ culture-instructional contexts 
and the role of modern technology-industrial or both teachers’ and students’ ability 
to improvise instructional resources from the immediate environment-teaching and 
learning using locally available resources (TALULAR).  
Therefore, the researcher makes a case that implementing effectively the LCT 
geography curriculum; teachers need to possess some qualities as important 
knowledge bases. Shulman (1987) demonstrates the need for teachers’ acquisition of 
knowledge bases in both the subject matter content and the pedagogical component. 
Shulman coined the two aspects to form “pedagogical content knowledge”. For 
Shulman, pedagogical content knowledge includes a range of teachers’ qualities for 
effective instructional practices. Pedagogical content knowledge thus encompasses 
teachers’ multiple understandings such as knowledge of instructional contexts, 
learners’ learning styles, needs, and interests as well as teachers’ comprehensive 
understanding of varied instructional approaches and methods and the concepts and 
principles of the subject of specialisation. Teachers’ understanding of subject content 
knowledge is especially important to enhance realisation of instructional objectives 
i.e. construction of knowledge in the respective subject/instructional topic (Brant, 
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2006). Shulman (1987) emphasises the need for teachers to break down the subject 
and interpret it in a way that promote students’ active involvement and connect to 
their prior knowledge and everyday life. This kind of subject comprehension 
encourages students’ mental cognition and reflection which is critical for LCT. 
Shulman advocacy of teachers’ understanding of the subject content knowledge 
would mean the need for and importance of teachers’ academic and professional 
competency to adequately and effectively engage learners in the classroom 
instruction consequently resulting in the construction of knowledge. Shulman 
proposes:  
The most useful forms of representation of those ideas, the most powerful 
analogies, illustrations, examples, explanations, and demonstration-in a word, 
the most useful ways of representing and formulating the subject that makes it 
comprehensible to others…Pedagogical content knowledge also includes an 
understanding of what makes the learning of specific topics easy or difficult: 
the conceptions and preconceptions that students of different ages and 
backgrounds bring with them to the learning of those most frequently taught 
topics and lessons. (Shulman, 1987, p.29) 
Similarly, CP theory is founded on the beliefs of reflective teaching in the promotion 
of students’ active participation in the classroom processes. The theory encourages 
both teachers and students to become involved in a reflective dialogue about specific 
instructional topics. Teachers need to consider students’ instructional needs and 
present the topics in patterns that allow students’ easy integration of their diverse 
experience subsequently creating new understandings (Dewey, 1963; Freire, 1972). 
Involving a reflective dialogue, geography teachers need to have a substantial 
substantive and syntactic knowledge of the subject. Tailoring classroom instruction 
practices into students’ prior knowledge not only promotes students’ mental 
cognition processes but the instructional practices like these enhance also students’ 
ability to apply the acquired knowledge in real-life situations-understanding the 
society they live in, acquisition of critical thinking and problem-solving skills and 
participating effectively in the socio-economic, cultural and political platforms for 
the well-being of individuals and the entire nation (Dewey, 1963; Giroux, 1997; 
Nyerere, 1967). Geography teachers’ acquisition of rich substantive, syntactic and 
pedagogical content knowledge is critical for effective implementation of LCT 
(Figure 3.2). 
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Based on the reviewed literature on the teachers’ pedagogical reasoning and 
decision-making, it appears teachers’ beliefs and understandings of the substantive 
and syntactic knowledge of the subject to influence their pedagogical decision-
making processes. Having this in mind, the researcher considered it significant to 
assess teachers’ views during the planning process of classroom instruction in order 
to determine how it aligned with LCT beliefs. Therefore, in order to collect 
information about what teachers considered during the planning process of their 
lessons, the researcher developed a further research question: “how does a teacher’s 
pedagogical reasoning and decision-making during the planning process reflect LCT 
beliefs?” This formed the second sub-research question.  
 
  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 3.2. An advanced illustration of Shulman’s main classification of 
teacher’s knowledge base for effective LCT 
 
 
 
Effective LCT 
classroom inquiry 
 
Sets of Teacher’s 
knowledge base for 
LCT 
Curriculum 
knowledge 
Pedagogical 
content knowledge 
Content 
knowledge 
Knowledge of 
educational ends, 
purposes, and values 
Knowledge of 
educational 
contexts 
General 
pedagogical 
knowledge 
Knowledge of 
learners’ needs 
and disciplines 
89 
 
Collaborative teaching and learning 
Collaborative teaching and learning dominates the discussion throughout the thesis. 
This is due to its central position of influencing positively students’ involvement in 
classroom practices (Fosnot, 1996). Different from the teacher-centred teaching 
approach where the teacher dominates classroom processes and students are placed 
in a passive and subjective position; LCT requires teachers use of participatory 
instructional approaches and problem based pedagogies in order for all students to 
participate effectively in the knowledge construction processes (Fosnot, 1996; 
Mansell, 2009; Mercer, 1995). Collaborative teaching approaches may include 
individualised classroom activities, group-based activities, students’ pair work, field 
visits, and project-based activities. This means that geography teachers in Tanzania 
will implement LCT paradigm when they have a clear understanding of the different 
collaborative approaches to teaching and that they will be motivated enough to 
design and use relevant approaches in order to promote students’ participation in 
classroom practices.  
The purpose of LCT is thus to provide learners with chances where they learn and 
acquire multiple skills including listening, creative, critical thinking and reflection, 
and awareness, and acceptance of others’ thinking perspectives (NT Department of 
Employment, Education and Training (NT-DEET) (2000). 
Generally, in order for meaningful collaborative teaching to occur in the geography 
classroom, there is a need for the teacher and students to change roles from that of 
teacher-centred teaching to LCT. According to Ramsey and Fitzgibbons (2005), 
teachers’ roles in LCT environment need to change from an instructor to a facilitator 
where the teacher does not transfer knowledge to students but rather he/she guides 
the student learning process. The teacher becomes a learner-learning from the 
students’ diverse experience and assisting them to connect their experiences into 
different instructional topics consequently building new understanding of concepts, 
ideas and principles. Ramsey and Fitzgibbons (2005) critically present: 
LCT requires us to move along a continuum beyond “doing something to 
students” (teaching) to “doing something with students” (teaching and 
learning) to “being with students” (learning). Even more challenging is moving 
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seamlessly back and forth along this continuum within single class periods, 
intuitively recognising what learners need from us in the moment. (p. 334) 
This in other words requires teachers to practice what Dewey (1966) and McLaren 
(2003) refer to as teachers’ reflective practices. The teacher in a collaborative 
teaching classroom is therefore supposed to be a facilitator and promoter of students’ 
reflective and critical thinking- one who creatively and reflectively encourages 
students to use their prior knowledge in the creation of knowledge of different 
geographical phenomena. In this way, the teacher moves student knowledge to a 
wider and deeper understanding of the world (Ramsey & Fitzgibbons, 2005). 
In the same way, students in LCT environment need to take responsibility for their 
own learning under the teachers’ guidance. Students as knowledge constructors are 
expected to be involved in the meaningful classroom activities that relate to their real 
life and thus promote their effective engagement in the classroom processes. 
Teaching in this way, students become empowered and independent knowledge 
creators (Ramsey & Fitzgibbons, 2005). This means that geography teachers need to 
engage students in classroom activities that ask for students’ active engagement and 
involvement in reflective practices whether in their writing or conversations. 
Students should be involved in the practical, interest focused and cultural related 
assignments (Archambault, 1966; McLaren, 1998; Ramsey & Fitzgibbons, 2005). 
Collaborative teaching and learning therefore requires teacher and students to 
practice principles of what is called a community of learners (Mansell, 2009). 
Community of learners according to Mansell characterises instructional practice 
where each member of the class has an equal stake in the construction of knowledge. 
That is both a teacher and each student educate one another and learn from one 
another and individual ideas are respected. This kind of learning is enhanced through 
effective and meaningful dialoguing throughout classroom process. Teacher and 
students should therefore build trust and develop habits of learning from one another 
in a democratic classroom atmosphere. Mansell argues for the needs of participatory 
instructional practice that: 
It is an acknowledgement that teaching and learning is a dialogue between 
participants and that the interaction between them can build shared intent 
which can bring better quality learning. It also assumes that both the learner 
and the teacher have responsibilities in the learning process. (2009, p. 24) 
91 
 
Mansell’s conception of collaborative teaching and learning reflects CP theorists 
who recommend teaching and learning that is based on effective and meaningful 
dialoguing which promotes and instils students with critical and reflective thoughts-
thinking, creating knowledge and using the knowledge beyond the school perimeters 
(Dewey, 1933; Freire, 1972; Nyerere, 1967). This is equally what is expected from 
geography teachers in Tanzania if the implementation of LCT geography curriculum 
should be a reality. The New Zealand curriculum has put explicitly the importance of 
collaborative teaching and learning and provides teachers with guidelines on 
teaching regarding the critical role of collaboration with learners: 
Learning is inseparable from its social and cultural context…Teachers look for 
opportunities to involve students directly in decisions relating to their learning. 
This encourages them to see what they are doing as relevant and to take greater 
ownership of their learning…students learn as they engage in shared activities 
and conversations with other people…by cultivating the class as a learning 
community, everyone including the teacher is a learner; learning conversations 
and learning partnerships are encouraged. (NZ-MoE, 2007b, p. 34)  
Therefore, in order to examine the implementation of the LCT geography curriculum 
in Tanzania, the researcher considered significant to assess how teachers’ teaching 
practices were informed by LCT beliefs as indicated in the literature review. The 
quest to understand teachers’ teaching practices led to the development of the third 
sub-research question asking: “how does a teacher’s teaching practice reflect LCT 
beliefs?” 
Authentic evaluation and assessment 
Teachers’ LCT practices presented the need for the discussion of an authentic 
assessment for effective LCT practices. Paris and Ayres (1994) explain the 
importance of assessment when they intone: 
We believe that teachers cannot create challenging classrooms unless they 
understand-deeply and coherently-the psychological principles of learning 
and development that they must assess and foster in their students. 
Otherwise, teachers rely on manuals, textbooks, workbooks, and tests 
prescribed by others to define and structure their teaching. This is how 
teachers become managers of materials, classroom disciplinarians, and 
didactic direction-givers instead of reflective mentors in their classrooms. 
We hope that teachers take control of their instructional and assessment 
practices, through knowledge and reflection, in order to create exciting 
environments that promote children’s self-regulated learning. (p. 32) 
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This means that authentic assessment needs to focus on the learning process and not 
the end results (product) of the process. It is believed that assessing the product of 
instruction not only neglects the integration of students’ diverse meta cognitive 
needs, interests and prior knowledge but also the assessment process becomes 
divorced from the principles and practices of CP theoretical framework (Freire, 
1972; Giroux, 2002; Maaka, 1999; Wiggins, 2006). 
Despite the strong debate on the meaning and practical implications of the authentic 
assessment of teachers’ classroom instructional practices (Archbald & Newman, 
1988; Bergen, 1993; Frey & Schmitt, 2006; Gronlund, 2003; Maaka, 1999; Meyer, 
1992; Newmann, Brandt & Wiggins, 1998), different scholars including Wiggins 
who is labelled the father of authentic assessment agrees that authentic assessment 
needs to be realistic and contextually based that promote teacher and students’ self-
regulation and reflective practices (Freire, 1972; Giroux, 2002; Maaka, 1999; 
Wiggins, 2006). Teachers’ assessment of instructional practices should reflect the 
formative assessment-informing the students’ choice of instructional strategies to be 
applied in given instructional contexts. The assessment should rely on a student’s 
trust of a teacher-that a teacher is focused in having all students succeed; that a 
teacher is using formative assessment to inform and regulate instruction and not to 
sort-out students based on their performance; and that a teacher is openly seeking 
students’ collaboration in assuming responsibility for their own learning (Heritage, 
2010; Popham, 2008; Wiggins, 2006). Heritage presents the focus of formative 
assessment suggesting that it provides chances for teachers and students to 
continuously reflect and improve their instructional practices as reflected by 
evidence-based learning information. This means that assessment of classroom 
instruction practice need to be integrated within teacher’s pedagogical decision-
making and practice and that it should be featured by regular feedback from both the 
teacher and the learner.  
In summary, students need to be involved in the authentic formative assessment of 
classroom instruction based on evidence collected from multiple students’ classroom 
activities. These will not only promote teaching and learning among participants, it 
will also influence students’ knowledge construction based on the integration of their 
diverse experience. As also suggested by the critical pedagogues, teachers’ 
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assessment of classroom processes should trigger students’ critical and reflective 
thoughts through effective involvement in the inquiry based classroom activities 
fitting their diverse instructional needs and interests beyond the classroom and school 
horizons. Therefore, based on the reviewed literature, it appears teachers’ evaluation 
approaches of classroom instruction impact their pedagogical practices. What was 
not known was how geography teachers’ evaluation of their classroom instruction in 
Tanzania was aligned with LCT beliefs informed by constructivist theory and CP 
theoretical framework. 
Thus, in order to assess teachers’ implementation of LCT approaches, the researcher 
also examined teachers’ evaluation of classroom practices. The aim was to see how 
teachers’ evaluation of classroom practices considered the involvement of learners. It 
was also focused to gather information of how teachers used evaluation results to 
inform their pedagogical reasoning and decision-making processes. In order to do 
this, the researcher developed a forth sub-research question which asked: “how does 
a teacher’s evaluation of classroom instructional practice place the learner at the 
centre of instruction?   
Teacher education 
Teacher education has proven to be the fountain for teachers’ best pedagogical 
practices at any level of schooling in Tanzania in particular and the world at large. 
Based on the existing rich research knowledge base on teacher education worldwide, 
it is evident that Tanzania’s teacher education is shaking and therefore needs 
stabilisation (Bednarz, 2000; Brett, 1996; Gay, 2000; Meena, 2009; Mtitu, 2008). It 
is more significant and necessary to address the curriculum challenges facing 
Tanzania’s teacher education especially at this time of implementation of a new 
pedagogical approach-LCT-than it was at any point in time in the history of an 
independent Tanzania. This is partly because of a drastic increase in socio-economic 
malpractices as a result of lack of observance and practices of the principles of good 
governance consequently leading to diminished provision of quality social services 
including education. It is presumed and believed that only the critical minds through 
better education will solve the socio-economic hurdles facing Tanzania today and in 
the future. 
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Consistent with the study findings; Meena in the study about curriculum innovation 
in Tanzanian teacher education (2009) identified six major teacher education 
curriculum challenges which impact adversely on teacher educators’ pedagogical 
practices. They include the following: 
(a) Lack of recognition on the role of research on teachers’ pedagogical decision-
making and practice due to the lack of research culture in Tanzania’s 
teachers’ colleges and the continued top-down decision-making regarding 
curriculum innovation; 
(b) The dichotomy between the framework for a diploma in education 
programme (2006) and the competence-based curriculum-while the latter 
emphasises the pedagogical component, that is, LCT approaches; the former 
still puts emphasis on subjects knowledge-content based as opposed to a 
competence-based curriculum; 
(c) Lack of qualified curriculum developers-an aspect which needs two eyes to 
look for any curriculum innovation process; 
(d) The need to provide more responsibilities for curriculum change and 
innovation to teachers’ college principals, teacher educators and teachers-all 
the key curriculum stakeholders such as the college principals and the teacher 
educators should be involved and supported with instructional resources, 
ongoing training on curriculum change, innovation and management. The 
teachers’ college principals should become the leaders of curriculum 
innovations; 
(e) There is little attention to education for teacher educators-the situation that 
has accelerated teacher educators’ lack of support for the curriculum 
(Cochran-Smith, 2003; Lewin & Stuart, 2003; Meena, 2009). In order to 
enhance effective implementation of the teacher education curriculum, the 
Tanzanian government should focus on and encourage the education and 
involvement of its teacher educators; and 
(f) The dichotomy between teacher education curriculum innovation and 
assessment and the teaching practice-teacher educators have continued to use 
the former quantitative teacher-centred assessment techniques at the expense 
of learner-centred assessment approaches which seek the active involvement 
of the learners. 
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According to Meena, the National Examination Council of Tanzania (NECTA) also 
influences the nature and practice of teacher educators’ assessment of students’ 
teachers. Meena states: 
…the National Examination has made teacher educators and student 
teachers use past examination papers to guide the learning process: teaching 
what is tested rather than testing what is taught (Meena, 2009, p. 76). 
Meena suggests consideration of assessment activities adopting assessment 
approaches based on LCT that are appropriate in assessing professional learning and 
professional competence (Lewin & Stuart 2003; Meena, 2009). With this in mind the 
focus should be to enable teacher educators to focus their attention on creating and 
using assessment strategies and conditions which encourage student learning. This 
could mean that student teachers need to get a practical orientation regarding LCT in 
order to build their theoretical and practical capacities consequently influencing 
positively the implementation of LCT. 
With all these observations, it implies the urgent need to address teacher education 
curriculum challenges if the secondary school LCT curriculum should be 
implemented effectively. The argument being, the quality of LCT pedagogical 
practices depends on the quality of geography teachers. The teacher education 
curriculum is therefore the heart of the quality of teachers and their pedagogical 
decision-making and practices. As recommended in chapter eight, there is a need for 
a teacher education curriculum overhaul as there is for the secondary education 
curriculum paying attention to all pedagogical content aspects that impact adversely 
on the implementation of LCT thus building critical thoughts amongst students.  
Geography education and LCT approaches.  
The literature on geography education suggests an existence of different views 
regarding the notion of an LCT approach and its implementation. There are those 
who acknowledge the role of LCT in influencing geographical inquiry and 
knowledge construction among learners (Roberts, 2010). However, other scholars 
view that effective implementation of LCT is determined by the teachers’ ability and 
motivation for the approach, and the student-teacher relationships (Feuerstein, 1990; 
Tabulawa, 1998). According to Feuerstein and Tabulawa, teachers who are 
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knowledgeable and motivated with LCT are likely to implement the approach 
effectively. Moreover, they suggest that when teachers are motivated with the 
approach, they will tailor their instructional topics and methods based on the 
students’ interests, experiences, and living contexts. This could mean that the 
implementation of LCT requires teachers’ teaching practices to be directed to 
students and they should actively participate in the classroom processes. Other 
geography teachers critique LCT based on their views on schooling and teachers’ 
perceptions of their students (Tabulawa, 1998). 
In a study which investigated geography teachers’ experience of the classroom 
practice in Botswana (Tabulawa, 1998), teachers believed schooling as a preparation 
of learners for their life in the future. The study also found that teachers’ 
understanding of schooling focused on the need to prepare children for better life. 
According to Tabulawa, educated individuals had many chances of employment 
opportunities than those who lacked education. Therefore, employment was seen as 
an avenue to improve one’s living standard. In his study teachers like students 
viewed knowledge as something external, and a commodity possessed by the school, 
teachers, and textbooks where students as empty slates had to passively get it from 
these sources (Tabulawa, 1998). However, Roberts (2010) presents a critique on the 
conception of the nature of knowledge in relation to learning. Roberts sees that 
knowledge is not a commodity or something simply waiting to be collected or 
transferred “out there” in the field. Instead the knowledge created and represented is 
shaped and underpinned by geographers’ insights and reflections about the world and 
their existing imagination of different geographical phenomena (Roberts, 2010, p. 6). 
Geographers interpret the world in different scientific and philosophical approaches, 
resulting in not only “a diversity of geographical knowledge (Castree, 2005, p. 25)” 
but also knowledge that is founded across thinking strands. Therefore, Roberts 
(2010) conception of LCT in geography seems to suggest that the creation of 
geography knowledge is subjective and thus debatable. The reason for its subjectivity 
is that any advancement of geographical knowledge is provisional and subject to 
critique and subsequent improvement. 
With regard to learning, Roberts demonstrates that geographical knowledge cannot 
simply be “delivered” to students. She emphasises the need to actively involve 
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students in making sense of knowledge for themselves. Students’ involvement may 
include building a connection between principles and practices of the subject matter 
with students’ pre-existing knowledge and experiences (Barnes & Toddy, 1995). 
According to Barnes and Toddy, students’ conception of geographical phenomena 
varies as each individual brings to the classroom different experiences, and different 
ways of thinking about the world. Therefore, students’ engagement in knowledge 
construction would depend on the connections they make between what they know 
and the topic taught. 
Tabulawa (2004) conducted another study to assess how geography students 
participate in the knowledge construction. One of the questions that guided the study 
sought to understand students’ influence on teachers’ classroom pedagogical 
practice. Interestingly, it was found that teachers’ continued practice of teacher-
centred teaching was to a large extent affected by the long lived students’ 
expectations from their teachers. Students believed their teachers as knowledge 
bearers and responsible professionals to transmit the knowledge to them. Similarly, 
culture that is teacher-student power relation seemed to influence teachers’ 
predominant use of teacher-centred teaching approaches. The findings showed that 
while teachers demonstrated an authoritative classroom practice using mainly non-
participatory teaching methods such as lecture method and closed-ended questions 
with minimal students’ involvement; students presented behaviours of passivity, 
coward, and highly-fear based respect to their teachers. Students rarely volunteered 
or were given chances to share their pre-existing knowledge and experiences about 
the subject matter.  
The study suggested that teachers emphasised right answers at the expense of 
students’ diverse prior knowledge and experience they bring in the classroom. Thus 
teachers’ teaching methods and strategies seemed to suggest that they maintained 
teacher dominance in the class; hence lessons were described as teacher-centred. 
Based on the findings, teachers’ predominance use of teacher-centred practice was 
not motivated by teachers themselves but rather it was influenced by students’ 
classroom practice. Students demonstrated certain expectations of their teachers’ 
pedagogical practices which consequently affected teachers’ teaching practices. 
According to Tabulawa’s (2004) study, students characterised their teachers as good 
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or poor depending on their substantive and syntactic knowledge, their pedagogical 
knowledge, and their ability to prepare good notes and present to the students. This 
then suggested that students had influence on the classroom reality called teacher-
centeredness. Tabulawa’s study proposed the need to address and challenge the 
assumptions that are featured in the teacher-centeredness approaches if the 
implementation of LCT should be a reality. Tabulawa outlined two major 
assumptions embedded within teacher-centred instructional practice. One of these 
assumptions is the cultural belief given to the teacher as an individual who exert 
power to the powerless learner thus influencing learning process. He presents the 
way learners are viewed as passive receivers of the readymade knowledge from their 
teachers to include the second assumption attached in the teacher-centred 
instructional approach. Tabulawa however presents a counter argument about the two 
assumptions stating that besides other instructional factors, both the teacher and the 
student influence the quality of classroom practice. Tabulawa explains further that 
the way people understand the concept of power when describing teacher-student 
relationship during classroom instruction has great influence on the assumptions they 
attach in the instructional approach, that is, teacher-centeredness approach. 
According to Tabulawa, people mistakenly conceive power as something or a 
commodity that is possessed by an individual, and thus one which can be exchanged 
and transferred from one person (the possessor) to the other (the dispossessed). 
Insteady, Tabulawa sees that a classroom practice is influenced by both the teacher 
and the student. Tabulawa’s critique of the assumptions attached in the teacher-
centred approach could mean that power is something shared between the teacher 
and the student who together influence the instructional practice (Tabulawa, 2004).   
Tabulawa emphasises this when he states that: 
While one may not deny that there exists a power hierarchy in the classroom 
between teacher and students, one must, nevertheless, not be tempted to believe 
that total domination is possible. Oppression elicits resistance, and this may be 
manifest or latent. (Tabulawa, 2007, p. 56)  
Instead, Tabulawa feels that classroom practice is a shared activity between the 
teacher and the learner. The conception of classroom process as a shared activity 
between the teacher and the learner made Tabulawa to believe on the possession of 
classroom authority by both the teacher and the learner. This could mean that 
addressing matters regarding classroom instructional practice one should consider 
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among others, the influence that both the teacher and the learner have on the 
classroom practice. It also means that students have the power to redirect classroom 
instruction in the way different from the teacher’s instructional planning as reflected 
in the lesson objectives. Nash (1976) states: 
A new class is not a clean slate passively waiting for the teacher to inscribe his 
will on it. It is an on-going social system with very definite expectations about 
appropriate teacher behaviour. If these are not confirmed the pupils will protest 
and the renegotiated patterns of behaviour may not prove to be just what the 
teacher intended. (p. 94)  
It could be viewed that Tabulawa critiques Freire’s view on the teacher-student 
power relationship when he challenges teachers’ predominant use of the banking 
model of teaching (Freire, 1970/1971). According to Freire, the banking model 
accumulates the teaching authority to the teacher leaving the student a powerless-
passive recipient of the knowledge from the teacher. Critically, Freire’s presentation 
of teacher-student power relation does not seem to suggest teachers transferring 
power to students who do not possess it rather he suggests that students should be 
actively involved in the classroom processes. Freire presents this when he proposes 
teachers’ use of dialogic and problem-posing pedagogies. Freire (1970/1971) asserts 
that the dialogic and problem-posing pedagogies provide learners with freedom and 
empower them to create a conception of the topics using their diverse experiences 
and prior knowledge. Unlike Tabulawa’s observation on the teachers’ conception of 
teacher-student power relationship, Freire acknowledges that both a teacher and a 
student possess knowledge power. He sees that when teachers predominantly use 
teacher-centred methods, students are forced to accept everything from their 
teachers. Thus, teacher-centred teaching according to Freire dispossesses learners’ 
power. He proposes teachers to empower learners by enhancing them with classroom 
autonomy. Learners’ autonomy according to Rungwaraphong (2012) is achieved 
when students are freely and actively involved in the classroom practices and that the 
topics are tailored to their existing experiences and understandings. Teachers’ work 
is not to transfer knowledge to the learners who do not possess it rather to facilitate 
the classroom processes for meaningful learning.  
Incekara (2010) conducted a qualitative study to investigate the quality of teaching 
geography in Turkey based on local and global perspectives. According to the study, 
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teachers suggested a lack of knowledge and practice of computer-aided facilities as 
well as limited integration of cutting edge technologies in their classroom 
instructional practice. Classroom instructional practices were mainly teacher-centred 
using non-participatory teaching methods such as lectures and demonstrations. The 
study however presented challenges that hindered realisation of quality teaching and 
learning of geography including poor school environment in terms of classrooms, 
library and laboratory buildings as well as limited instructional resources (Incekara, 
2010). The need for stakeholders’ involvement, motivation, and determination on the 
educational practice were major suggestions towards improving the teaching and 
learning of geography as well as geography education in the Asian countries. 
Findings from Incekara’s study could mean that effective LCT of geography needs to 
integrate not only the students’ knowledge and experiences, but also modern 
technologies. These technologies may include computer-assisted facilities and those 
which can be tapped from the local environment. However, to achieve this, it 
requires the commitment of those involved in geography education to address the 
critical challenges faced by schools and teachers in the implementation of the new 
geography curriculum. The quality of the curriculum and a shortage of instructional 
resources and facilities is one of the major challenges for the effective 
implementation of LCT approach. 
Kasanda and Lubben (2005) conducted a study that examined the influence of the 
school environment on learning of science subjects. Based on the study, they found 
that the everyday out-of-school contexts played a significant role in the knowledge 
construction among science students. In the study that compared student-centred 
approaches to teaching mathematics to teacher-centred approaches at the elementary 
and secondary grade levels (Preston, 2007) it was found that learner-centred 
instruction encouraged students’ engagement, construction of knowledge and 
promoted academic achievement amongst students.  
Another similar study which focused on developing LCT among secondary trainee 
teachers (Mtika, 2010) found that LCT provides opportunities to learners to use their 
diverse and extensive prior knowledge and experiences in the process of meaning 
making of the concepts and principles of the topic resulting in meaningful learning. 
Based on the review of these studies, it is evident that most of the studies were 
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concerned with seeking an understanding of how learning processes occur in LCT 
environment and their outcomes in the students’ achievements.  
In contrast, however, other researchers and educators had the view that it is not just 
the implementation of learner-centred approaches but rather how teachers perceive 
and experience the approaches that matters. According to Fosnot (1996) and Yilmaz 
(2008), teachers’ perceptions and experiences regarding LCT have a significant 
influence on learners as they endeavour to construct knowledge from their existing 
experience and prior knowledge. Von Glasersfeld (1996) further critiqued that 
merely knowing how the minds construct knowledge does little to transform our 
ideas or teaching approaches and orientations. This poses a critique on the previous 
studies which seemed to neglect the tangible role of teachers’ instructional decision-
making processes on influencing knowledge construction among students. Tabulawa 
(1998) however, suggests also the need to challenge and transform teachers’ 
mindsets on the nature of knowledge and how it is constructed in order to realise the 
implementation of LCT in the teaching and learning context such as Tanzania.  
Tabulawa suggests the need to practically acknowledge the role of geography 
teachers in the implementation of LCT approaches. One way of appreciation of 
teachers’ influence on the implementation of LCT approaches (Tabulawa, 1998), is 
to involve them in every stage of curriculum innovation. Tabulawa feels that active 
involvement of teachers in the curriculum innovation processes not only enhances a 
sense of curriculum ownership amongst teachers but also it motivates them to 
practically implement the respective curriculum. He thus recommends the need to 
investigate the existing realities of the teachers’ involvement in the curriculum 
transformation processes for their successful realisation. According to Tabulawa, 
teachers attach personal conceptions and interpretations of classroom instructional 
practices of which they consequently influence their pedagogical decision-making 
and practice. This could mean that understanding how teachers perceive and 
implement the curriculum is important in determining the best pedagogical practices 
to be employed if implementation of LCT should be a reality.  
This perceived importance of teacher thinking and knowledge guided the study 
whose broad objective was to assess the implementation of LCT geography 
curriculum from the teachers’ perceptions and experiences. It was expected that 
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understanding teachers’ perception and experiences regarding the implementation of 
LCT would result in the policy and curriculum implications as well as the need for 
further investigation around the same topic. The major assumption was that teachers 
have their own beliefs and pedagogical interpretations which influence their 
everyday classroom instructional practices. The meanings and assumptions teachers’ 
have, have significant implications for their pedagogical decision-making and 
classroom practices (Tabulawa, 1998). As according to Brett (1996), the success of 
educational project largely depends on the teachers’ acceptance of and motivation to 
the project. This could mean that effective implementation of this project would be 
determined by teachers’ motivation and commitment to the programme (Brett, 1996). 
These thoughts are echoed by Schultz (2000) when he writes, “it is the teacher’s 
imaginative pedagogy that develops the classroom experiences and realities”. (p. 30). 
Culturally responsive pedagogy 
Scholars with interest on learner-centred education appreciate the role and need for 
classroom practice to connect with learners’ culture through what they refer to it as 
cultural-based teaching (Gay, 2000; Kana’iaupuni, 2007). The assumption according 
to these scholars is that learners make meaningful interpretation of the topic when it 
reflects their day to day life. Gay (2000) explains cultural-based teaching based on 
whether teacher’s pedagogical decision-making and practice makes sense to the 
learners’ mind and life or not. According to Gay, teaching culturally would involve 
consideration and integration of learners’ prior knowledge and experiences, their 
interests as well as their varied learning styles into the teacher’s classroom 
instruction. In the same conception of what cultural-based teaching mean, 
Kana’iaupuni (2007) describes culturally responsive instructional practice as that 
which provides linkage of the subject content with learners’ socio-economic 
orientation as well as their living styles in terms of the medium of instruction, code 
of conduct, and participation in production activities. Gay (2000) characterises 
cultural-based instructional practice to include the following:   
(a) Appreciation of learners’ culture and thus integrating it in the school 
curriculum; 
(b) It provides connection between what is learnt in school with learner’s society 
life; 
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(c) It applies a range of teaching and learning methods, strategies, and techniques 
to meet diversity in learners’ learning styles; 
(d) It enhances learners’ cultural awareness thus being able to sustain and respect 
their cultural diversity; and 
(e) It seeks an application of variety of instructional resources to promote 
learners’ active participation in the classroom (p. 29).  
In order for geography teachers to practice culturally responsive teaching according 
to Gay; the curriculum requires among other traits to integrate teachers’ and 
students’ cultural knowledge and experiences. A culturally integrated curriculum will 
enhance teachers and students to design and apply culturally based instructional 
methods and strategies including the use of traditional songs relevant to instructional 
topics, settings, and integrate culturally based instructional activities. It also includes 
the use of students’ language to communicate their prior knowledge and experiences. 
Teaching in this way does not only encourage students’ effective involvement in the 
instructional processes, but also students engage effectively in the knowledge 
construction processes (Dewey, 1933; Kana’iaupuni ,2007; Nyerere, 1967).  
Therefore, in order to increase students’ involvement in the construction of 
knowledge, it is important for teachers to facilitate classroom instruction in a way of 
breaking the gap between what is taught in school and students’ real life i.e. 
connecting learning with actual students’ life in terms of diverse prior knowledge 
and experience, instructional needs and interests (Allen & Boykin, 1992). In other 
words, cultural-based teaching ought to enhance learners’ involvement and 
adaptation to different socio-economic, as well as political and cultural environment 
(Heath, 1983; Ladson-Billings, 1994). It could thus mean that effective classroom 
instructional practice should connect the subject matter with what learners bring into 
the class in terms of their diverse prior knowledge and life experiences. To realise 
this, teachers need not only to understand students’ cultural and socio-economic 
settings, but also they need to be motivated, determined, and understand the diverse 
students’ learning needs and interests as well as provide students with necessary 
support and encouragement as they struggle to construct knowledge. This can be 
done through teachers’ involvement in in-service professional training, actively 
involving students in every stage of instructional practice that is from planning to 
evaluation of classroom instruction and design students’ friendly, relevant, inquiry 
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based, and doable classroom activities (Gay, 2000). Similarly, Shor (1992) 
emphasises the need for LCT stating that:  
“It is a critical-democratic pedagogy for self and social change.  It 
approaches individual growth as an active, cooperative, and social process, 
because the self and society create each other. The goals of this pedagogy 
are to relate personal growth to public life, to develop strong skills, 
academic knowledge, habits of inquiry, and critical curiosity about society, 
power, inequality, and change. The learning process is negotiated, requiring 
leadership by the teacher, and mutual teacher-student authority.  In addition, 
the empowering class does not teach students to seek self-centred gain while 
ignoring public welfare.” (p. 15-16) 
 
Therefore, the researcher’s argument is that in order for geography teachers to 
implement effectively the mandated LCT geography curriculum requires that the 
curriculum should be owned by the key stakeholders-teachers and students and 
responds to the critical socio-economic, as well as cherish good society’s cultural 
practices. According to Gay, consideration of learners’ culture during classroom 
practice is important as it promotes curiosity, critical thinking, participation, and 
cultural awareness among students. Therefore, learners’ cultural awareness is an 
important pedagogical aspect in Tanzania’s education system. Connecting classroom 
practices with students’ culture is meant to make the lessons alive and enhance 
students to challenge the socio-economic, political, and cultural ills while 
appreciating their good cultures consequently improving their lives. 
 
The researcher therefore makes a strong case that neither the euro-centric, the afro-
centric nor the euro-afro-centric, top-down or bottom-up geography curriculum will 
impact teachers’ critical pedagogical practices without integrating students’ culture. 
The researcher argues that effective teachers’ pedagogical practices should result 
from geography teachers’ incorporation of students’ culture and implementation of a 
rich culturally integrated geography curriculum. The topics should be designed in 
ways that connect with the learners’ prior knowledge, experiences, as well as 
learners’ living contexts (Gay, 2000). In the same way, teachers’ instructional 
practices should consider students’ prior experience and knowledge and tailor the 
teaching processes towards provoking students’ active sharing of their experiences 
through a well-organised activity based classroom activities centred on effective and 
meaningful dialoguing. 
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The gaps in the literature 
Analysis of relevant literature on LCT indicates a paucity of research on the 
implementation of LCT in Tanzania since the 2005 curriculum reform. While many 
studies that investigated LCT across the world applied constructivist theory focusing 
on learners and their learning especially in science education and mathematics, few 
studies have been conducted to examine LCT from the perceptions and experiences 
of social science teachers. Therefore, this study reports the implementation of LCT 
from the perceptions and experiences of a group of secondary school geography 
teachers in the Tanzania’s education delivery context. Thus, following the literature 
review, four research questions were developed to guide the study. They included: 
how do geography teachers in Tanzania understand LCT?; how does a teacher’s 
pedagogical reasoning and decision-making during the planning process reflect LCT 
beliefs?; how does a teacher’s teaching practice reflect LCT beliefs?; and how does a 
teacher’s evaluation of classroom instructional practice place the learner at the centre 
of instruction? 
Based on the review of literature the researcher presents a case that the context for 
the provision of education not only differs from country to country but even within a 
country. It is from this understanding that Sullivan (2009) made a case that: “students 
are assembled in classrooms of all kinds across the world, from lightless huts in the 
rainforest to the most fully-equipped, modern first world high schools” (p. 1). 
Sullivan added that the curricula might vary from one region to another and from 
country to country thus also affecting the quality of their implementation. Therefore, 
situating the study in Tanzania was important as it contributes to the knowledge base 
on LCT from the perspectives and experiences of a developing economy.  
Chapter summary 
Chapter two presented the theoretical framework that informs the study. This chapter 
has presented a review of literature based on some aspects which relate to the LCT 
approach. The reviewed literature presented, among other issues, the contested nature 
of LCT underpinned by constructivist learning and CP theoretical framework beliefs. 
The literature critically presented various approaches which teachers could use to 
support students’ learning in different classroom contexts. Based on the reviewed 
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literature, teachers’ beliefs and understandings of LCT present a significant impact 
on their pedagogical reasoning and decision-making practices. The literature 
reviewed presented a limited research regarding teachers’ influence on the 
implementation of LCT approach particularly in social sciences. In particular, the 
paucity of research was seemingly in the developing economies, in this case, 
Tanzania. Therefore, the focus of this study was to assess the implementation of LCT 
from the perceptions and experiences of geography teachers in the Tanzanian 
secondary school teaching context.  
From the current literature, LCT could be defined as the use of instructional 
approaches which focus on the students and their active involvement in the learning 
process. The central objective of LCT is to enhance students’ critical thoughts and 
problem-solving skills. In a geography classroom, this is achieved by the teachers’ 
creation of positive learning environments where students democratically make 
conceptions of geographical concepts and ideas based on their diverse socio-
economic, cultural, and political experience. The literature reviewed suggests that 
LCT in geography is predominantly activity-based through the use of active 
participatory methods integrating with modern instructional technologies. The next 
chapter presents the research design and methodology.  
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CHAPTER 4 
RESEARCH DESIGN AND METHODOLOGY 
Introduction 
This chapter delineates the study and justifies the epistemological perspectives and 
methodology used to collect findings from different sources of information hence 
forming the basis of this thesis. The chapter begins with a presentation of a self-
developed model of classroom inquiry followed by an explanation and justification 
of the research design. Discussion for the qualitative study approach comes next. The 
researcher subsequently presents and justifies the multiple case study approach, 
rationale for the qualitative multiple case study and general and specific sample 
selection criteria used. Other methodological aspects presented in this chapter 
include: data collection methods and procedures- in-depth semi-structured 
interviews, classroom observation and teachers’ portfolio reviews; data analysis, 
organisation and interpretation; ethical considerations; and limitations encountered 
during the conduct of research. The summary of research methodology and the data 
collection plan are presented thereafter. 
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Figure 4.1 A self-developed research model 
Research design: interpretive and constructivism. 
Against the positivists’ view of reality that there exists one and, objective truth that 
can be seen, known and measured; the study is constructed on the view that the 
world is a function of personal interactions and perceptions, which are subject to 
interpretation, rather than accurate measurement (Merriam, 1998). Based on 
Merriam’s view of reality, the researcher applied an interpretivist and constructivist 
standpoint due to their close relationships and compatibility with the CP theoretical 
framework used to address and focus the research problem and its objectives. Freire 
(1971) and McLaren (2003) suggest that people reflect differently on what they see 
and experience. This individual way of looking at things according to Freire and 
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McLaren’s view is the result of people’s differences in life experiences and 
understandings of the world. When people are thus engaged in dialogue, they 
exchange their experiences and understandings-their subjective view of knowledge, 
possibly creating new understandings. Therefore, based on the beliefs of the 
subjective view of knowledge as guided by a CP theoretical framework, the thesis 
was developed using qualitative multiple case study method.  
Qualitative approach 
Qualitative research is interpretive in principle (Creswell, 2003). According to 
Creswell, qualitative researchers make interpretations of the data by developing 
descriptions of events and processes, analysing data for category and theme 
development, that ultimately lead to conclusions that are based on trustworthiness 
and credibility about theoretical and individual’s meanings, stating the lessons 
learned and offering questions for further research. This means that researchers 
screen the raw data through personal lenses that are situated within specific socio-
political and historical theoretical orientations (Creswell, 2003; Freire, 1971; 
McLaren, 2003). Those subjective interpretations, based on Creswell, facilitate 
qualitative researchers to perceive knowledge as individual and unique. This imposes 
on researchers a moral involvement with their participants in sharing their frame of 
reference, in order to clearly know and interpret the world.  
Despite such individual interpretivism, qualitative researchers seek to understand the 
social world from the viewpoint of the individuals and groups who are part of the on-
going phenomenon, action, process or event being investigated. The aim of the 
research is to mainly focus on the participants’ conception of phenomenon being 
studied. This according to CP is enhanced by posing problems and questions to those 
involved in the research in order to stimulate their thoughts and be able to share their 
experiences on the subject under discussion (Freire, 1971). Qualitative research is 
therefore exploratory, inductive and emphasizes processes rather than ends 
(Creswell, 2005; Mason, 2002). Patton (1990) argues that the qualitative approach 
provides the researcher with chances to deeply investigate interested variables 
resulting in collection of rich and detailed information from a small number of cases. 
Qualitative methodology provides an insight into how people make sense of their 
experiences, which cannot be easily provided by other research methods (Merriam, 
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1998). According to CP, people make sense of the world when they are actively 
engaged in dialogue and reflexive practices. The researcher thus created 
opportunities for the participants to share their feelings and experiences in an open 
and flexible environment. During interview sessions, the researcher used mostly 
open-ended semi-structured questions to elicit participants’ perceptions and 
experiences regarding LCT in a geography classroom.  
According to Crotty (1998), interpretivism combines with constructivism in seeking 
to promote socially-constructed knowledge claims. With this, individuals seek to 
understand the environment they live and involve in different socio-economic, 
cultural, and political activities. People usually build up subjective conceptions of 
their own life experiences (Creswell, 2005). These individual perspectives or 
perceptions based on experiences are directed towards certain objects and/or things. 
Normally individual perspectives are numerous and sometimes different which 
subsequently lead the researcher to look for a comprehensive opinions and feelings 
as opposed to understanding of participants’ conceptions and experiences of their 
practices based on narrow and limited ideas and themes. More often, individual 
meanings are socially and historically constructed- they are formed through 
interaction with others and through historical and cultural norms that operate in 
individuals’ lives (Dewey, 1915; Vygotsky, 1962; Von Glasersfeld, 1996).  
Based on these interpretivist, constructivist and qualitative research grounds, the 
researcher began his research journey through undertaking an extensive and detailed 
literature review on aspects of critical pedagogy and LCT based on constructivist 
teaching beliefs. Through the literature review, the researcher was able to identify 
critical research gaps relevant to the Tanzanian educational delivery context 
especially in the decade of implementation of a new teaching approach, ‘learner-
centred’ teaching. It was evident that little was researched regarding implementation 
of a learner-centred geography curriculum. In order to bridge the knowledge gaps 
and contribute new knowledge, the thesis examined implementation of LCT from the 
perceptions and experiences of geography teachers. In line with the thesis’ aim of 
understanding implementation of LCT involving teachers from three research sites 
(schools), the research process was largely inductive. However, deductive 
foundations were also integrated in interpreting and constructing meanings 
111 
 
(Creswell, 2003); according to how case studies perceived and experienced LCT. 
The researcher sought to interpret data and construct meanings of LCT based on the 
perceptions and experiences of geography teachers who participated in the data 
collection process and in some cases students’ reflections of classroom processes. 
The researcher’s decision to use a qualitative method was underpinned by the nature 
of the research problem, which examined teachers’ perceptions and experiences 
regarding implementation of LCT orientation.  
Based on the research gaps advanced, the researcher formulated four key questions to 
guide the study. The questions formulated were: how do geography teachers 
understand LCT?; how does a teacher’s pedagogical reasoning and decision-making 
during the planning process reflect LCT?; how does a teacher’s teaching practice 
reflect LCT beliefs?; and how does a teacher’s evaluation of classroom instructional 
practices place the learner at the centre of instruction?. All these questions were 
examined in light of constructivist LCT approaches as guided by lenses of the CP 
theoretical framework. According to the literature, it was evident that many of the 
studies on LCT were not only biased to science subjects, they were also situated in 
most developed countries. A few studies were conducted in developing economies. 
As discussed in the literature review, the previous studies also used constructivist 
theories to examine learners with respect to their learning and not how teachers’ 
teaching practices influence learning. This study applied the CP as a theoretical 
framework in order to examine teachers’ teaching practices based on LCT beliefs, 
that is, how teachers’ teaching influence learning. The study also aimed to link LCT 
within the broader curriculum policies, cultural and educational contexts. The 
researcher believed that the teaching context could have influence on the teachers’ 
pedagogical decision-making and practices consequently impacting in the same way 
the implementation of LCT. Thus, in order to achieve this purpose, the research 
design integrated the multiple case study approach as presented in the following 
section. 
Multiple case study approach 
The study employed a qualitative multiple case study approach to gather data. The 
researcher’s choice to use this approach was aimed at learning and collecting in-
depth information about LCT from the selected case studies’ point of view. The 
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researcher spent time with selected case studies and their respective classes to gain a 
deep understanding of their perceptions and experiences of LCT from their own 
words, observations of their classroom practices and a detailed analysis of their 
teaching portfolios. Merriam (1998) summarised the choice of case study design as a 
way to gain understanding of the situation, where the process of inquiry rather than 
outcome of the research are of interest to the investigator. Similarly, gaining in-depth 
understanding of how teachers perceive and experience LCT in geography classes 
required the researcher to employ an inquiry approach which would enable him to 
interact with participants in their local practical settings. In order to achieve this, the 
researcher needed to fully understand the research problem, the participants, and 
more importantly the context with which the research ought to be undertaken. In this 
case, geography teachers formed the unit of the study and thus data gathering and 
analysis as presented in chapters five and six of this thesis. In her discussion 
regarding the aspects of case study, Merriam (1998) insisted that “the single most 
defining characteristic of case study research lies in delimiting the object of study: 
the case” (p. 27). The case according to Merriam is a unit, entity, or phenomenon 
with defined boundaries that the researcher can demarcate and therefore, can also 
determine what will not be studied. It may be a limit on the number of people to be 
involved in the study, a finite timeframe for observation, or the instance of some 
issue, concern, or hypothesis (Merriam, 1998).  
Similarly, Bassey (1999) also observes case studies like Merriam does. Bassey 
suggests case studies to constitute an individual, household, department, an 
institution, community, and/or a country whereas the aim being to explain case 
study’s conception and practice of a phenomenon that is studied. According to 
Bassey, case studies may involve a single case or multiple cases (Bassey, 1999). The 
need for a qualitative case study methodology therefore is to provide a 
comprehensive analysis and explanation of one or more cases (Johnson & 
Christensen, 2004). Stake explain more about a case study research as a ‘bounded 
system’, to indicate a researcher’s target and limit as he/she struggles to understand 
issues featuring the topic under investigation. Therefore, the case study characterises 
the phenomena that are investigated (Stake, 1997, p. 406). Thus, Case study research 
is also reflected in this thesis. 
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Based on this study, the topic of LCT in Tanzania: nine geography teachers’ 
perceptions and experiences could encompass a wide range of aspects and subtopics; 
however, ensuring a ‘bounded system’ was set in place, guided by the four research 
questions mentioned herein, only issues relating to the teachers’ classroom practices 
were examined in light of the CP lenses and constructivist teaching beliefs. Applying 
this research approach allowed the researcher to focus on addressing the research 
problem and its objectives. 
Rationale for qualitative case study 
Undertaking a qualitative case study was advantageous in many ways. Patton (1990) 
reiterates that a qualitative case study approach permits the researcher to study 
selected issues in depth and in detail. According to Patton, the qualitative study 
approach can produce a wealth of detailed information from a small number of case 
studies within selected research sites. A qualitative case study approach provides an 
insight into how people make sense of their experiences, which cannot be easily 
provided by other research methods (Merriam, 1998). According to Bassey (1999), 
selection of cases is underpinned by their characteristics which include among others 
their effectiveness as well as their representativeness. Thus the case study approach 
was selected for the following reasons: 
(a)  Firstly, although LCT is now a common educational topic at a global level, it 
is a new and contested teaching paradigm in Tanzania’s education delivery 
context. The case study was a good choice to deal with the research problem 
at hand within a limited period of time-three months of fieldwork while 
collecting rich information from the small sample;  
(b) Secondly, case studies are believed to provide the researcher with much 
information about the respective matters under investigation resulting in clear 
and comprehensive understanding of case studies’ experiences and 
conception of a particular phenomenon (Stake, 1997); and 
(c) Moreover, as stated earlier, the case study design allowed the researcher to 
gain an in-depth understanding from rich, detailed and in-depth information, 
retaining a holistic and meaningful account of real life events, consequently 
improving understanding of the complex social phenomenon of classroom 
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instructional practices based on LCT beliefs (Bassey, 1999; Johnson & 
Christensen, 2004; Merriam, 1998; Stake, 1997). 
As an inductive investigation strategy (Merriam & Associates, 2002), a qualitative 
case study approach provided the researcher with an opportunity to experience and 
understand how geography teachers perceive and experience LCT from the actual 
instructional settings. Burns (2000) asserts that the case study approach is a method 
of discovery rather than confirmation. Likewise, the aim of this thesis was to 
discover a range of pedagogical aspects regarding geography teachers’ perceptions 
and experiences in the implementation of LCT based on the constructivist teaching 
beliefs.  
Sample selection 
The selection criteria of research sites, case studies, and data sources was primarily 
informed by the study design and approach as well as the reviewed literature during 
preparation of the research proposal stage. The aim of the thesis was not to build a 
random sample, but rather to select cases that the researcher thought presented the 
range of characteristics of the phenomenon of researcher’s interest, namely LCT 
(Merriam, 1998). Merriam states that the study settings and the sample cases are 
selected to permit inquiry into and build an understanding of the phenomenon. The 
thesis purposively selected the sample case studies in order to investigate their 
perceptions and experiences regarding LCT based on constructivist teaching 
principles.  
The nine purposively selected geography teachers within two publicly and one 
privately owned secondary schools formed the case studies and research sites 
respectively. Cohen et al., (2000) define purposive sampling as sampling for a 
specific purpose and picking a group of participants who fit a profile. The decision to 
choose nine case studies, three from each research site also followed Miles’ and 
Huberman’s (1994) guideline. Miles and Huberman recommend about sample 
selection criteria as follows: 
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(a) The need for theoretical/conceptual framework to fit in the sample selection 
method. The idea behind is to collect findings that reflect the research topic, 
questions, as well as the study’s theoretical orientation; 
(b) The need to select a sample that is effective i.e. that is believed to provide 
rich and relevant information about the topic under study and the sample that 
is representative of the study population. The idea being to ensure 
trustworthiness and research integrity;  
(c) The need to select a sample that allows transferability of information 
collected across different but related settings; 
(d) The need for sample selection that is free from biases and one which provides 
justifiable description of what is experienced from the field;  
(e) The sample selection method needs to consider and adhere to ethical issues 
that might negatively influence the research process. This may include 
researcher-participant relationship, participant readiness and freedom to 
pertake the study, consent and ascent of informants, as well as avoidance of 
any foreseen or unforeseen risk that may harm the informant; and 
(f)  The need to consider possibility for sample management in terms of 
expected cooperation from the selected participants, medium of instruction 
and its management during data gathering process, associated research 
expenses as well as time management and informants’ researcher’s 
familiarity and adaptation to the research sites and general research context 
(Miles and Huberman, 1994)  
Similarly, the researcher selected case studies based on Miles and Huberman (1994) 
sampling evaluation criteria. The aim was to get teachers who would provide 
relevant and rich information regarding the implementation of LCT from the 
perceptions and experiences of geography teachers. In order to achieve this, during 
sample selection, the researcher considered the resourcefulness of teachers, their 
trustworthiness based on their experience, ethical consideration, and the researcher’s 
accessibility to the research sites and case studies and resources deemed important in 
the data collection. This is detailed in the following section and appendices 4 to 8. 
Patton (1990) also recommends consideration of the sample size for a particular 
study based on time limitation, resources, and other factors that underpin the 
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respective research enterprise. The selection of nine case studies from three research 
sites was underpinned by the need to collect a rich mass of information from a few 
case studies. Moving from site to site, the researcher wanted to find out if there were 
any similar results or contrasting results regarding the implementation of LCT 
approaches from selected teachers across the three schools. The researcher also 
considered the time and financial resource constraints that he faced during the 
fieldwork. Nine cases in three research sites were manageable for the researcher thus 
leading to the effective and efficient collection of data sufficient for the thesis 
requirements.  
Specific sample selection criteria 
As presented in the preceding section, the selection criteria of research sites and 
participants were supported by Cohen et al., (2000); Merriam (1998); Miles and 
Huberman (1994); and Patton (1990). The specific sample selection criteria included 
the following: 
(a) School ownership and participants’ flexibility: during the research proposal 
development stage, the researcher envisioned the collection of data only from 
public schools. The reason was, unlike private school teachers, most of the 
public secondary school teachers are employed under full-time permanent and 
pensionable contracts. This employment bond demands teachers to provide 
maximum commitment in their core functional responsibilities-teaching, 
guidance and counselling students. Moreover, the public schools form a basis for 
educational innovation, monitoring and evaluation in Tanzania. Thus the 
researcher believed that teachers’ teaching practices in these schools were more 
directly influenced by the mandated LCT orientation than those in the private 
schools. Furthermore, the researcher envisioned involving the full-time case 
studies to ensure stable and regular participation during data collection process. 
Different from what was previously planned, the data collection period affected 
the selection of research sites and thus the kind of sample that was to be included 
in the thesis. Data collection processes started when most schools were closed 
for the one-month school term holiday of June 1, 2011 through to August 28, 
2011. However, after consultation with the Iringa municipal secondary schools’ 
education officer (MEO), the researcher was informed about the continuation of 
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classroom instruction for examination classes, those expected to sit for the 
national examinations in October 2011. As it was difficult to get access to all 
case studies from all three public school research sites during this period, 
without distortion of the nature of the research and sample characteristics, the 
researcher resorted to involve two public schools and one private school. 
Another reason was that during the start of fieldwork, many private schools were 
still in full session as these schools normally have shorter holiday periods than 
the public ones. The selection depended on both school management permission 
and geography teachers’ availability based on the selection criteria and their 
readiness to participate in the study.  
(b) School location: Research activity is time consuming and resource demanding. 
In order to avoid unnecessary expenses and wastage of limited time and financial 
resources, the researcher only selected schools which were easily accessible and 
those with at least three geography teachers to work with. Therefore, school 
location and availability of geography teachers became significant criteria during 
the selection of case studies.  
(c) Participants’ characteristics: For the purpose of the thesis, the study involved 
certified geography teachers with a minimum of three years of teaching 
experience. The Tanzanian government certifies its teachers after a three year 
probation period. During this period, the Tanzanian government’s school 
inspectorate department (TGSID) periodically assesses the teachers’ professional 
practice and development. It also provides the necessary teacher training and 
guidance for informed learner-centred instructional practice. Teacher’s 
certification is based on the belief that the respective teacher is experienced 
enough in both syntactic and substantive subject contents and that she/he is able 
to facilitate students’ learning based on their different learning abilities and 
experiences (TGSID, 2009). Teachers teaching at the same class level and 
subject topics across research sites were purposively selected for the study. The 
researcher observed that the teaching approaches may vary according to specific 
subject topics and that working with teachers in the same subject topics was 
meant to ensure participants of similar characteristics and avoid unnecessary bias 
in the data collection process.   
118 
 
Data collection methods and procedures 
The researcher applied three methods of data collection: classroom observation, 
semi-structured interviews and analysis of teachers’ portfolios. The need for the use 
of these data collection methods was due to their sensitivity and influence for 
teachers’ active participation in the research process. As reflected by the qualitative 
research, the methods allowed the researcher flexibility while working with research 
instruments. The researcher was well informed regarding the interview questions, 
observation protocol and the aspects needed to be considered during undertaking 
teachers’ portfolio review. Consequently, the data collection process facilitated the 
development of broad interpretations of the emerging findings as recommended by 
Creswell (2003). Using an inductive-interpretive approach, the researcher was able to 
collect information regarding teachers’ perceptions and experiences about LCT in 
geography classes. The focus was to understand implementation of LCT from the 
perceptions and experiences of the actors involved, that is, teachers, rather than 
describing it from the outside (Goethals, Sorenson, & MacGregor, 2004). 
The researcher believed that collecting the data from teachers and a skilful use of a 
combination of different data collection methods would reduce the chance of bias. It 
also gave the researcher a more comprehensive understanding of the topic under 
study, in this case, geography teachers’ perceptions and experiences in the 
implementation of LCT approaches.    
(a) In-depth semi-structured interviews 
The in-depth interview is a technique designed to draw out a vivid picture of the 
participant perspective on the research topic. When undertaking an in-depth 
interview session (Mack, et al., 2005), the interviewees are placed at the centre of the 
interview process providing information to the researcher considered the learner 
learning from the interviewees as experienced professionals of the topic under 
investigation. The researcher’s role is not to influence or direct interviewees’ 
reaction to the questions but rather to probe the interviewees in order to make the 
question clear or to seek more information about the question and/or direct the 
interviewees’ responses to the research objectives. Researcher’s aim is to take note 
any experience of the participant about the topic that is under investigation. The use 
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of in-depth semi-structured interview methods assumes that a dialogue may emerge 
between the researcher and the interviewee (Bailey, 2007). According to Flick 
(2006), the dialogue is facilitated by a subjective theory, which views interviewees as 
having a broad knowledge about the research problem. Mack et al, (2005) suggest 
that in-depth interviews involve researcher’s physical meeting and freely 
conversations with the interviewee. They also propose that the aim of ensuring safety 
during the interview process suggest that it is necessary to have two interviewers. In 
these situations, however, care must be taken not to intimidate the participant.  
As such, to assess teachers’ perceptions and experiences with regard to 
implementation of LCT in Tanzanian secondary school geography classes, the 
researcher assumed that case studies had broad knowledge about classroom practices 
in general, and teaching and learning using LCT approaches in particular. The 
researcher used a non-formal interview approach to question participants with 
respect to the four main guiding research questions: how do geography teachers 
understand LCT; how does a teacher’s pedagogical reasoning and decision-making 
during the planning process reflect LCT; how does a teacher’s teaching practice 
reflect LCT beliefs; and how does a teacher’s evaluation of classroom instructional 
practices place the learner at the centre of instruction. In order to collect rich, in-
depth information about the topic under study, the researcher administered three 
interview sessions for every case study. Each interview session lasted approximately 
half an hour and predominantly involved open-ended questions. Information such as 
how teachers interpret, perceive and experience LCT was collected. Patton (1990) 
comments that interviews provide an opportunity to understand how teachers 
organise their work and the meaning they attach to it.  
With the support of the school management and an interviewee, the researcher 
conducted interview sessions in rooms located at the research participant’s respective 
school. The researcher employed informal communication strategies to ensure 
participants’ flexibility, freedom and thorough understanding of the issues arising 
from the research topic. Though interview questions were prepared in English, 
participants were given freedom to communicate in either English or Swahili. It was 
observed that case studies moved from one language to another by either code-
mixing or code-switching. The researcher used multiple probes such as: “can you tell 
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me more?”; “what do you mean?”; “mmmm”; “yes”; “go on”; “how do you address 
this?”; “how certain are you?”; “I see”; and “what next?”.Probes not only enhanced 
participants’ understanding of the research questions; but also were meant to guide 
them to provide information needed to address the research topic. The technique 
created a kind of communication environment where participants were free to share 
their feelings, thoughts and experiences about LCT practices. Moreover, probes gave 
interviewees opportunity to elaborate, clarify more about their experience and 
perceptions of LCT. In the interview process, the researcher took notes and audio-
recorded interviewee’s responses. The researcher transcribed the notes and audio-
recordings which the researcher shared with respective respondents for further 
clarification and approval before being subjected to the major analysis process. 
Audio-recording during an interview session was important for two reasons: first, 
information from audio-recordings reminded the researcher what exactly was said by 
the participants. Second, the audio-tapes helped the researcher to correct some errors 
resulting from note taking and added necessary information skipped by the 
researcher during the interview sessions.  
As opposed to focus groups’ discussion that are intended to explore socio-cultural 
practices of people in an organisation; (Mack, Woodsong, MacQueen, Guest, and 
Namey, 2005), characterise in-depth interview as significant data collection 
instruments based on individuals’ real life. According to Mack et al (2005), in-depth 
interviews enhance the researcher to gain an understanding of the research problem 
from natural settings. Mack et al explain further that in-depth interviews also provide 
chances for the researcher to gain insight into how individuals conceptualise and 
understand the world. In order to accomplish this, the researcher was aware of being 
attentive to the causal explanations case studies provided regarding what they 
experienced and believed regarding LCT in geography classes. The researcher 
actively probed the cases about the connections and relationships they saw in their 
pedagogical practices. 
(b) Classroom observation 
The study also used observation as one of the data collection methods. Observation 
can be in form of structured or unstructured depending on the approach, 
philosophical paradigm, and research questions that underpin the study (Pretzlik 
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1994). In positivistic research structured observation is a discrete activity the purpose 
of which is to record physical and verbal behaviour. Observation schedules are 
predetermined using taxonomies developed from known theory. In contrast, 
unstructured observation is used to understand and interpret cultural behaviour. It is 
based within the interpretivist/constructivist paradigm that acknowledges the 
importance of context and the co-construction of knowledge between the researcher 
and research participants-the researched (Pretzlik, 1994). Enon (1998) describes 
observation as a process that relies on the researcher seeing, hearing, testing and 
smelling things.  
In qualitative research, observation is the process of gathering open-ended, first-hand 
information by observing activities in the research site (Creswell, 2005). Researchers 
in qualitative studies achieve data collection by either indirect observation or direct 
observation i.e. getting engaged in the participants’ routine activities (Mack etal., 
2005). Observation usually consists of a detailed notation of behaviours, events and 
the context surrounding the events and behaviour (Best &Kahn, 2006). In this thesis, 
the researcher used an unstructured observations schedule which guided the 
collection of information regarding teachers’ teaching and evaluation of their 
classroom practices (Appendix 13). Using the unstructured observation schedules, 
the researcher observed and noted all the teacher’s practices and also recorded 
students’ reflections which he thought were important to be included in the thesis. 
Observation of teachers’ classroom practice was employed as an alternative data 
collection method to compliment findings collected using interviews and review of 
teachers’ teaching portfolios. The aim was to experience teachers’ teaching practice 
from their natural settings. It was expected that using observation would necessitate 
collecting a rich mass of data which would otherwise not be collected by interviews 
or portfolio review. Observation according to Thorp (2001) enables the researcher to 
truly see, hear and know exactly how teachers practice and experience LCT from the 
actual study settings. Observation permits the collection of more detailed, holistic 
and context-related information which would otherwise not be collected using 
interviews or teachers’ portfolios (Cohen, Manion, & Morrison, 2000). During 
classroom observation, the researcher assessed the extent to which instructional 
strategies and activities reflected the learner-centred instructional decision-making 
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processes (Starkey, 2010). According to Starkey’s “digital age” version of teachers’ 
pedagogical and reasoning action, among other teacher’s characteristics, LCT 
approach mandates teacher’s use of multiple learner-centred instructional strategies 
and activities catering the needs across students with different learning experiences 
and/or abilities.  
More specifically, during classroom observation, the researcher was interested in 
gaining understanding of: 
(a) How teachers make connections between students’ prior experiences and the 
subject matter; 
(b) How teachers help students link the subject matter with other related disciplines; 
(c) How teachers involve students in the lesson as determined by the range of 
students’ activities; group or individualised, usage of teaching and learning 
resources such as: both teacher and student developed instructional models or 
materials, for example: maps, diagrams, concept maps and assessment of the 
types of questions asked for both teachers and students; and 
(d) How teachers evaluate their classroom instructional practices- how the evaluation 
process reflects LCT beliefs and how teachers use evaluation results to inform 
their instructional decision-making processes.  
During observation, the researcher was guided by an observation schedule (Appendix 
13). Using the observation schedule, the researcher noted all teachers’ instructional 
practices and some students’ activities and reflection sat every stage of instruction: 
introduction, presentation, practice, reflection, and after class mini-interview meant 
to reflect classroom processes. The researcher also audio-recorded teachers’ and 
students’ practices and reflections which helped to support the findings noted in the 
researcher’s field notebook. Sited at the rear side of the classroom, the researcher 
was able to see the teacher and the students and audio-record classroom processes. 
The researcher noted the time the teacher used to facilitate the topic in every stage 
and also the time given to students for discussion, individual assignments, and 
students’ reflections about questions and concepts. Students’ audio recording 
included their reflections through questions and answers and clarifications of 
concepts. After every observation and the semi-interview sessions the researcher 
transcribed the observation notes aided by recordings for each case study and 
123 
 
students who volunteered to reflect about the topic. The audio-recordings helped to 
check if what was noted represented what actually case studies and students did 
during the classroom processes. The data from the audio-tapes also assisted in 
clarifying and adding new information to what had been noted. 
After each transcription, the researcher returned the transcripts to the case studies and 
students who checked the transcripts again for accuracy, editing, and inserting any 
additional comments. At this stage, the researcher replaced the case studies’ names 
with pseudonyms to avoid identification of who provided the findings. This 
facilitated the researcher’s effective data collection, and making sense of the 
collected data during data transcription and initial data analysis. The researcher 
administered three classroom observations for every case study across the research 
sites. At the end of each observation session, there followed a short interview session 
(between five-ten minutes) to clarify some classroom instructional processes. 
Administration of three interview sessions from each participant teacher necessitated 
collection of rich information in terms of breadth and depth. The information 
collected also reflected the observed teachers’ teaching practices and the research 
context where the research took place. The information collected consequently 
offered a basis for analysis and a thick description within and across case studies.  
Data collected through observation were simultaneously analysed together with those 
collected through interviews. The aim was to see if what the participants perceived 
and experienced reflected what they actually did. In brief, observation was used to 
get a real picture of LCT practices from the participants’ socio-economic, cultural, as 
well as political environments (Mack et al., 2005). Likewise, classroom observation 
data were used to compare and contrast with those collected from interviews and 
teachers’ teaching portfolio reviews. Findings from classroom observation informed 
the findings from other instruments by presenting the actual teachers’ beliefs and 
experiences regarding LCT approaches. 
(c) Teacher’s teaching portfolio review  
The researcher also considered the teachers’ portfolio as important data source to 
assess the LCT. According to Hoepfl (1997), analysis of documents could be 
invaluable to qualitative researchers. Portfolios are important records of teacher’s 
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teaching practice. They are used as assessment tools of teacher’s teaching practice 
resulting in collection of evidence-based information about the quality of teacher’s 
pedagogical decision making process. Portfolios include but not limited to the 
following; lesson plans, students’ assessment information, schemes of work, official 
records, newspaper accounts, diaries, and reports (Hoepfl, 1997). Hoepfl (1994) 
(cited in Hoepfl, 1997), used newspaper reports, university policy documents, and 
department self-evaluation information, to supplement data gained through 
interviews in order to inform her study about the closure of technology teacher 
education programmes. This research included teachers’ portfolio reviews as another 
data source. As part of teachers’ professional practice, the school inspectorate 
department in Tanzania (SID), among other teachers’ professional practices, requires 
every teacher to have a continuous instructional portfolio for every subject that the 
teacher is assigned to teach (SID, 2009). A teacher’s portfolio according to Seldin, 
Peter and Associates (1993) is a record of teacher’s pedagogical decision making and 
instructional practice at a given time frame. A teacher’s portfolio includes: schemes 
of work, lesson plans, teacher and students’ developed instructional resources, 
student demographics and classroom reflections. Other materials may include: 
student evaluation materials such as assignments, past examination and test papers. 
Edgerton, Hutchings, and Quinlan (1991) explain about teachers’ portfolios stating 
that, portfolios provide evidence-based information of both what is taught and how it 
is taught. Portfolios suggest how teaching and learning varies according to context 
and learning environment. In other words, portfolios show the degree in which 
teachers’ instructional decision-making processes are built upon connections of 
students’ learning experience within the subject matter content and across disciplines 
(Shulman, 1987). Using the lenses of CP, the aim was to evaluate how the teacher’s 
practices reflected the LCT beliefs. The focus was to assess the extent teacher’s 
portfolio placed the learner at the centre of instruction. Freire (1970) suggests the 
need for teachers’ practices to create opportunities for students to engage in 
reflective practices at every stage of the lesson. In order to do this, the researcher 
examined teacher’s statement of teaching responsibilities, teacher’s reflections in 
lesson planning and topics assessment, teaching methods used, documented teaching 
improvement strategies, student evaluation, teacher’s teaching resources, and 
teacher’s evaluation reports. 
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Therefore, based on the nature of instructional context and the purpose of the 
research, the researcher only reviewed the most relevant teacher’s portfolio 
documents. These teachers’ instructional records included, but were not limited to, 
the schemes of work, lesson plans, students’ developed teaching and learning 
resources, and departmental teaching and learning progress files. The major 
questions addressed using portfolio reviews were how teachers’ pedagogical 
decision-making during planning, implementation and evaluation of instructional 
practices were informed by learner-centred instructional beliefs. To evaluate 
portfolios, Seldin, Miller, and Seldin (2010) suggest creating a rubric which will help 
to focus on aspects of researcher’s interest. They suggest considering pedagogical 
aspects including subject curriculum, instructional approaches and methods, the 
quality of instructional practice, as well as quality of instructional assessment and 
students’ involvement in the assessment process. Similarly, the researcher prepared 
the rubric aligned with LCT beliefs to guide the review of teachers’ portfolios which 
eventually formed a basis for data analysis and discussion. 
The researcher thus requested the case studies regarding the need to access their 
portfolios in order to align the findings with those collected using interviews and 
classroom observations. The researcher reviewed teachers’ instructional portfolios 
separately from classroom observation and interview schedules. During the first 
meeting with the respective participant, the researcher requested and appealed to the 
participant to allow him to access the participant’s portfolios while at the 
researcher’s place of residence. The reason was to make sure that the limited time 
that was available was used effectively and efficiently. During the day, the researcher 
participated in classroom observations and administration of interview schedules. 
The researcher also utilised daytime for rewriting and transcription of interviews and 
classroom observation data ready for their description and analysis stages. The 
researcher therefore decided to use night hours to review teachers’ teaching 
portfolios. It took between five and eight hours to finish reviewing each teaching 
portfolio. After each review, the researcher gave back the portfolio to the respective 
participant where the researcher also provided the participant with a copy of review 
notes to see if the notes reflected what the participant meant to present in his or her 
teaching portfolio. The process of sharing the researcher’s notes with participants 
was to ensure the findings reflected the actual teacher’s instructional practices and 
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adherence to ethical protocols. Thus, depending on the agreed arrangement between 
the researcher and the participant, portfolio reviews were conducted at either the 
respective research sites or at a time and place that was convenient for the researcher. 
Throughout the fieldwork, ethical consideration regarding access to, or exposure of, 
portfolio documents was at the forefront of the researcher’s planning and 
implementation of the research. Only the researcher had access to the documents and 
they were always kept in the researcher’s secure locked cabinet after each review 
stage before returning to the participant.  
Generally, data from the review of teachers’ portfolios included: statements of 
teaching intentions based on students’ instructional requirements and development of 
understanding of conceptual knowledge and skills; whether or not classroom 
activities were designed in collaboration with students (learning models, and sample 
pictures); how instructional decision-making related to students’ needs and context in 
which the subject matter was being taught; how teacher’s instructional planning was 
informed by feedback of students’ progress (evaluation data); the kinds of evaluation 
artefacts or activities and how they influenced knowledge construction among 
learners (tests and examinations items, individual and group classroom activities, 
project works, and assignments).  
Data analysis, organisation and interpretation 
Data analysis was undertaken using a qualitative generative inductive analysis 
approach (Stake, 1995; Strauss & Corbin, 1998). Patton (1980) describes inductive 
data analysis as: 
Inductive analysis means that the patterns, themes, and categories of analysis 
come from the data; they emerge out of the data rather than being imposed on 
them prior to data collection and analysis (p. 306).  
 
Using this approach, the researcher immersed himself in the data descriptions trying 
to understand and interpret specific meaning segments that emerged from each case 
study description across research instruments. Data were not viewed as meaningful 
in themselves. They were treated according to the research objectives and questions 
as well as the researcher’s interpretation of the data according to the guiding CP 
theoretical framework, subjective perspectives, and LCT beliefs. Against data 
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analysis based on objectivist philosophical orientation, data analysis process was 
greatly reflexive (Bruce, 2007; Harper, 2003; Mauthner, 2003). According to 
Mauthner (2003), reflexivity in data analysis involves moving forth and back in the 
data linking them with emerging themes subsequently resulting in refined direction 
and understanding. Data clarification and interpretation from both CP and 
constructivist views of knowledge thus entailed a critical self-reflexive analysis 
based on how teachers’ perceptions and experiences regarding LCT reflected 
constructivist teaching beliefs as guided by the philosophy of education for self-
reliance (Nyerere, 1967), the Tanzanian education and training policy (TETP) 
(GoURT, 1995), the Tanzanian government’s mandated curriculum documents, and 
the 2025 Tanzanian development vision statements on education (GoURT, 2000) 
(Freire, 1971; McLaren, 2003 ; Willis, et al., 2007). 
According to Freire (1971) and McLaren, (2003) thoughtful analysis and reflection 
means that the researcher is involved in liberatory knowledge production through 
self-reflexivity. Thus, data analysis attempted to further clarify and interpret the thick 
descriptions, quotes and phrases within and across case studies with regard to LCT 
practices. Applying lenses from the CP, the researcher was able to reflect teachers’ 
perceptions and experiences beyond the research questions linking teachers’ 
perceptions and experiences with the students’ culture and instructional contexts  
In line with the CP and constructivist teaching beliefs, the case study approach was 
initially used to produce thick descriptions that illustrate details of activities within 
and across cases; they also present the processes, outcomes and thus their 
relationships with the CP theoretical framework assumptions and the LCT beliefs. 
During the analysis process, the researcher from time to time, moved back and forth 
in the data making reflections about the meaning and implications that were attached 
to the respective data with regards to teachers’ understanding of LCT, their 
pedagogical decision-making during planning for classroom instruction, their 
teaching practices, and evaluation of their pedagogical practices and how they used 
evaluation results to inform their teaching practices.  
In order to accomplish this, the researcher adopted a procedure of asking questions 
about the data as recommended by Berkowitz (1997). Berkowitz recommends 
consideration of six questions in qualitative data analysis: 
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(a) What similar themes develop in relation to research sub-topics? How the 
emerging themes reflect the major research questions?  
(b) Are there differences or lack of relationship among themes? If they are, what 
issues that might account for the differences?  
(c) How is informants’ setting influence their conception and perception of their 
practices?  
(d) What significant experiences emerge from the informants’ responses? How 
participants’ experiences relate to the major research questions? 
(e) Do these themes suggest the need for additional findings? Is there need for 
revision of one or all major research questions?  
(f) Are the themes that develop related to the findings of relevant past studies? If 
they do not, how do these differences accounted for?  
Guided by these questions, the process of meaning making on the findings continued 
until no new information was coming out i.e. when data saturation was reached. Thus 
simultaneous process of data collection and analysis enhanced the researcher to work 
with the data across thick descriptions, quotes, and the developing sub-categories and 
categories resulting in the development of themes. Themes are therefore discussed 
based on the relevant and related literature as also reflected by CP and LCT beliefs.  
The researcher went forth and back to the findings with the aim of getting an actual 
meaning that the informants’ attached to their instructional practice. According to 
Berkowitz (1997) the researcher’s repetitive and reflective practice in the data 
analysis is significant as it enhances researcher’s immersing in the data to get the real 
meaning of teachers’ pedagogical experience and practice. Therefore, reflexive 
practice was at the heart of researcher’s data analysis that resulted in better 
understanding of teachers’ perceptions and experiences of LCT in geography 
classroom (Berkowitz, 1997). 
The process of data generation and analysis meant that data were transcribed and 
organised progressively. Field notes from the interview schedules, observation 
sessions and teachers’ portfolio review were typed and saved into electronic files that 
consequently were used as a basis for data organisation and categorisation for 
broader data analysis and theme development. 
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The researcher assumed the process of data analysis and interpretation suggested by 
Creswell (2003). It involves reading through all the data (transcriptions) one by one, 
jotting ideas as they come to mind to obtain a general sense of the information and 
reflecting on its underlying meaning, then recording general thoughts from each case 
study for comparison and triangulation between the instruments. For each case study 
and research site, the researcher outlined all key pedagogical aspects that were 
eventually condensed and summarised presenting major topics for a thorough 
discussion in chapter seven.  
Data analysis was undertaken within case studies in the respective research sites. 
Analysis of the findings started with a contextual description of the research site and 
then followed by the presentation of general pedagogical aspects experienced across 
case studies in the respective research site. The analysis process proceeded with a 
thick description of what transpired in the field with respect to guiding research 
questions. Practical experiences from individual case studies were presented in the 
form of quotes and phrases to support the claims from the thick descriptions. 
Subsequently, data implications were presented in the form of categories arising 
within the respective case studies. The same procedure proceeded leading to the 
development of major themes that formed a basis for discussion in chapter seven. 
According to Graneheim and Lundman (2004) the development of themes follows 
the multiple meanings that underlie the categories where there is a thread of meaning 
that can occur in differing domains. Likewise, the researcher developed themes 
according to the meanings and interpretations he attached in the units of information 
as reflected within the parameters of the CP theoretical framework and LCT beliefs. 
 
For comparison and triangulation purposes, findings from the interview sessions 
were analysed in light of individual cases, moving from one research site to another. 
The aim of data triangulation according to Denzin and Lincoln (1998) is to check and 
establish the validity of the data. In qualitative research, data validity is explained in 
terms of the trustworthiness of the findings i.e. as to whether the findings are true and 
certain. According to Denzin and Lincoln to achieve research validity in qualitative 
research, the findings need not only to reflect the reality but also they need to be 
supported by evidence-based information. Therefore, the researcher wanted to see if 
case studies had similar perceptions and experience regarding LCT. As explained 
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earlier, information from the interviews mainly constituted teachers’ understanding 
of LCT and their perceptions and experiences regarding the implementation of LCT 
in Tanzania’s secondary schools. Similarly, findings from classroom observation 
were analysed in the same way as in the case for interviews. The information 
collected from observation of classroom practices were also analysed based on 
individual cases and across cases in the research sites.  
Equally, the researcher analysed teachers’ teaching portfolios from all nine cases. 
Analysing portfolios based on individual cases and across cases provided an 
opportunity to compare and contrast teachers’ pedagogical consideration and 
decision-making between case studies. More importantly, this kind of analysis not 
only presented the findings based on breadth and depth of information, multiple case 
analysis of data also provided the researcher an opportunity to identify major themes 
arising across case studies.  
Eventually, the researcher pooled together the major pedagogical aspects developed 
across data collection methods - interviews, classroom observation and teachers’ 
teaching portfolios. Depending on the similarity of the aspects across methods, the 
researcher condensed them forming the central themes or topics. The established 
core themes provided a basis for further literature review, a thick description, 
discussion, and finally recommendation for practice, educational policy issues, thesis 
underpinning theoretical framework-the CP and future research. 
Ethical considerations 
While researchers are cautioned to take into consideration all ethical issues that may 
ruin the quality of their research especially when conducting qualitative studies; 
Punch (1994) however, suggests that researchers should not be discouraged by 
ethical issues stating that: 
Fieldwork is fun; it is easy; anyone can do it; it is salutary for young academics 
to flee the nest; and they should be able to take any moral or political dilemmas 
encountered in their stride (p. 83).  
Punch explains numerous ethical issues that need to be considered especially in the 
conduct of scientific based research. According to Punch the informants need to be 
protected from any possible harm and/or infringement of their freedom as a resulting 
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of their participation in the study. Researchers need to protect informants’ anonymity 
and privacy, as well as not deceiving them, and protect their informed consent. 
Punch provides examples of questions that researchers need to ask to determine 
compliance to ethical issues around their studies. These include but not limited to: 
does the research topic researchable? What is public and what is private? When can 
research be said to be “harming” people? Is there any law that support the researcher 
when he or she refuses to disclose information? (p. 89). Punch seems to put clearly 
the meaning of different concepts related to ethical issues including codes, consent, 
privacy, confidentiality, as well as trust and betrayal.  
Right from the inception of the thesis plan, the researcher was aware of the need to 
consider some pertinent ethical issues regarding the institutions involved and the 
research participants and those people who were connected to the study in some way. 
The researcher’s awareness of ethical issues is underpinned by his knowledge of the 
ethical implications of research activities that deal primarily with interaction between 
researchers and the people they study in relation to their environment (Creswell, 
2003; Mack, et al., 2005; Orb, Eisenhauer, & Wynaden, 2000). The researcher thus 
went into the field with following caution in mind: 
Whenever we conduct research on people, the well-being of research 
participants must be our top priority. The research question is always of 
secondary importance. This means that if a choice must be made between 
doing harm to a participant and doing harm to the research, it is the research 
that is sacrificed (Mack, et al., 2005, p. 11). 
Accordingly, the researcher adhered to the principle by ensuring all ethical issues 
were considered with respect to the Victoria University of Wellington’s Research 
and Human Ethics Policy and the Tanzanian Ministry of Regional Administration 
and Local Government Research Clearance Protocols in particular and the general 
ethical aspects guiding the conduct of research that involve human participation. 
The researcher thus took on board important ethical procedures including: 
(a)  Seeking research permission from Victoria University of Wellington 
Research Ethics Committee and the Tanzanian Government’s ministry 
responsible for coordination and supervision of secondary schools- Ministry 
of Regional Administration and Local Government (TMRALG). The Victoria 
University of Wellington research permission was granted by the Faculty of 
132 
 
Education Research and Human Ethics Committee following the approval of 
the research ethics application. The researcher acquired the research 
permission from the director of the Iringa Municipal Council (DoIMC) (on 
behalf of TMRALG) which introduced him to the respective research sites 
(appendices 1, 2, &3); 
(b) Gaining participants’ consent to partake in the study. Potential teachers were 
advised about the objectives of the research and the possible risks of the 
study. Cone and Foster (2006) explain that informed consent is a process, and 
it may include both informing prospective teachers of what their participation 
in the research will likely entail and obtaining their written or verbal 
agreement to participate. In order to obtain this, the researcher provided 
teachers with information sheets and consent forms translated into Swahili 
that described the objectives of the research and the implied consequences for 
their participation. Teachers were free to decide at any stage whether to 
participate in the study or not. Teachers who volunteered to participate in the 
study were asked to sign a consent form. Teachers were also informed about 
their decision to participate in the study to have no negative effect on their 
professional career (appendices 4, 5, 6, 8, &9); 
(c) The research also sought consent from students who were involved in the 
observation sessions. Students above 16 years were asked to consent to 
participate in the study by signing the informed consent form after they were 
explained about the research objectives. Consents of students under 16 years 
were sought from the students’ parents or guardians through the respective 
school management (appendices 6, 7, 8, & 9); 
(d) Maintaining participants’ confidentiality (Wiersma& Jurs, 2005). According 
to Wiersma, confidentiality refers to the researcher not disclosing the identity 
of the participants or indicating from whom the data were obtained. 
Confidentiality of the identity of the participants was taken into account 
throughout the study. The researcher identified participants with pseudonyms. 
The field note book, diaries, and audio-tape recorder were kept in the 
researcher’s secure locked cabinet where only the researcher had access to it. 
The researcher planned to destroy all research instruments after three years 
from the completion of the study; 
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(e) Member-checking with participants. The researcher shared the findings with 
each participant by giving back each participant copies of interview 
transcript, portfolio review and summaries of classroom observation. This 
allowed the participant to assess as to whether or not what was transcribed 
was what the participant meant to say or what actually transpired in the 
interview sessions, classroom observation and portfolio review, consequently 
ensuring research data trustworthiness. It was experienced that most of the 
participants noted errors which were corrected accordingly; and 
(f) The participants were also provided with contact information for all involved 
in the study, in this case; the principal researcher, and the primary and 
secondary supervisors. Participants were advised to freely contact the 
researchers whenever they wanted any clarification about an aspect of the 
study (appendices 4, 6, 7, 8, & 9)  
Limitations of the study 
Marshall and Rossman (1999) suggest that there is no research activity which is 
without limitations. They emphasise their assertion as, “there is no such thing as a 
perfectly designed study” (p. 42). Patton (1990) also presents, “There are no perfect 
research designs. There are always trade-offs” (p. 162). According to these scholars, 
study limitations may derive from the conceptual frameworks and the study’s designs 
used. Implied is that framing the study in specific research and theoretical 
orientations place limits on the research. This means that any study conclusion or 
generalisation need to consider the limitations encountered. More importantly, this 
qualitative case study design was confined in only nine geography teachers from 
three research sites. Thus, decisions must be made in order to determine the study’s 
usefulness for other settings. In undertaking the study, the researcher encountered the 
following limitations: 
(a) Research design limitation: as a qualitative case study, the study involved 
nine teachers from only three schools. Its findings may thus not be 
generalised to other teachers from other schools. However, according to 
Marshall and Rossman (1999), although qualitative studies are not 
generalizable in the statistical sense, their findings may be transferable. 
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Alternatively, similar studies may be conducted using quantitative designs 
thus increasing possibilities for generalisation; 
(b) Theoretical limitation: this study used the CP as a theoretical framework to 
examine teachers’ perceptions and experiences in the implementation of 
LCT. The thesis has thus been developed based on the view points of the CP 
lenses. It is possible that using other theoretical traditions, the same study 
would be developed differently resulting to presentation of different 
understanding of LCT; 
(c) Case studies’ different conception and understanding of LCT: Teachers’ 
variation in understanding of LCT placed limits in making conclusions 
regarding the findings. Teachers’ practiced the LCT based on their varied 
conception and understanding of LCT approach. This means that there is a 
need for a common understanding of LCT approach among teachers if the 
implementation of this approach should be a reality; 
(d) Research sample limitation: besides involving limited number of case studies, 
the study involved only geography teachers. The perceptions and experience 
of these teachers regarding the LCT may differ from other teachers in 
different subjects. Thus the findings of this study may not apply to other 
similar studies involving teachers from other subjects especially science. This 
also poses limitation for making plausible conclusions of the findings given 
the guiding research questions; and 
(e) English proficiency: from the preparation stage of the research proposal, the 
researcher anticipated the language to intervene the communication between 
participating teachers and students who were involved in the study. This was 
because English, as the second official language in Tanzania, is neither 
spoken by teachers nor students. Teachers mostly use English during 
classroom instruction. However, in order to ensure effective communication 
between the researcher and the participants, the researcher used both English 
and Swahili the latter of which is the national language and is spoken by the 
majority of Tanzanians including teachers and students. As stated herein, 
information sheets and consent forms were written in both English and 
Swahili to facilitate both teachers’ and students’ understanding of what the 
research was about. During interview sessions, the researcher and participants 
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used both languages by either code-switching or code-mixing between the 
two. This enhanced the participants’ involvement and understanding of what 
was interviewed and discussed regarding their perceptions and experiences in 
the implementation of LCT.  
Chapter summary 
Despite the influence of qualitative case study research on researchers’ bias (Mason, 
2002), the researcher’s sensitivity was aided by applications of more than one data 
collection instrument and adherence to pertinent ethical aspects necessitated to 
moderate such possible biases. Adherence to these data collection protocols also 
side-stepped the adverse effects of the unseen subjective interpretivist-constructivist 
thus ensuring the quality of the research findings. Using a case study approach, the 
research did not aim to collect generalisable findings across schools in the whole 
Iringa region in particular or Tanzania in general as for the case of quantitative case 
studies but rather the focus was to assess the implementation of LCT from the 
perceptions and experiences of secondary school geography teachers in the three 
research sites. It was assumed that teachers’ practices might have significant 
influence on the LCT. Generalisation of findings however is made within and across 
case studies in order to present and explain the similarities and differences in 
teachers’ perceptions and experiences regarding LCT. Comparison of this kind did 
not only enrich the researcher’s understanding of what is meant by LCT from the 
perceptions and experience of geography teachers but also these perceptions and 
experiences from within and across case studies necessitated developing critical 
themes that the researcher did not initially anticipate, as discussed in chapter seven.  
Overall, it could be argued that undertaking the research with well organised and 
balanced research methods and methodologies as presented in this chapter, allowed 
the study to present pertinent pedagogical aspects thus contributing to a wider debate 
regarding constructivist LCT practices in Tanzania’s education delivery context in 
particular and the developing countries at large. The debate could also be advanced 
by later research activities possibly involving larger samples with different variables 
and theoretical orientations. Table 4.1 below presents the data collection schedule 
followed by the researcher during the field work. Thereafter, findings within case 
studies are presented under chapter five. 
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Table 4.1.Summary of data collection process 
Research 
sites 
Cases Day 1 Day 2 Day 3 Day  4 Day 5 
 
One 
1. Main Interview Observ-Interv.1 Observ-Interv.2 Observ-Interv.3 Portfolio review  
2. Main Interview Observ-Interv.1 Observ-Interv.2 Observ-Interv.3 Portfolio review 
3. Main Interview Observ-Interv.1 Observ-Interv.2 Observ-Interv.3 Portfolio review 
 
Two 
4. Main Interview Observ-Interv.1 Observ-Interv.2 Observ-Interv.3 Portfolio review 
5. Main Interview Observ-Interv.1 Observ-Interv.2 Observ-Interv.3 Portfolio review 
6. Main Interview Observ-Interv.1 Observ-Interv.2 Observ-Interv.3 Portfolio review 
 
Three 
7. Main Interview Observ-Interv.1 Observ-Interv.2 Observ-Interv.3 Portfolio review 
8. Main Interview Observ-Interv.1 Observ-Interv.2 Observ-Interv.3 Portfolio review 
9. Main Interview Observ-Interv.1 Observ-Interv.2 Observ-Interv.3 Portfolio review 
 
Clarification: 
(a) Research sites represent schools investigated- schools 1, 2,& 3. Cases represent research participants-geography teachers. 
(b) Observ-interv. - Means an observation followed by an interview to discuss the classroom processes.
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CHAPTER 5 
FINDINGS WITHIN CASE STUDIES 
Introduction 
This chapter presents the findings within case studies from all three research sites. 
The description of data within case studies is guided by the key question: what do 
geography teachers perceive and experience regarding the implementation of LCT in 
Tanzania’s secondary schools? The main question was aided by four sub-questions 
which examined: teachers’ understanding of learner-centred teaching (LCT); 
teachers’ pedagogical reasoning and decision-making during the planning process; 
teachers’ teaching practice; and teachers’ evaluation of classroom instructional 
practices. The research sites include schools where the researcher collected data 
while case studies represent geography teachers who participated in the field-work. 
A contextual description of respective research sites is followed by a description of 
respective case studies.  
Contextual description of research site one 
Research site one is a publicly owned practicing secondary school. The school serves 
as a centre for student teachers’ professional practices and is used as a model for 
non-practicing secondary schools. The school is located within the perimeter of the 
Teachers’ College. This research site has a total enrolment of 827 students from form 
one to form four classes with approximately 206 students in each year of study 
spread into four streams of approximately 52 students each. Students range mostly 
between 13 and 17 years. It is a day school where students live either with their 
parents or guardians at home or find private accommodation closer to school. 
Students live within the municipal frontiers up to 23 kilometres away from the 
school. Student’s recruitment is based on three main factors: the primary school 
national examination pass marks as determined by the Ministry of Education and 
Vocational Training; the school catchment area; and the school capacity, that is, 
classrooms and other relevant instructional facilities.  
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As a model school, the staffing and management of the school is centralised by the 
Ministry of Education and Vocational Training. Different from other schools, 
teachers are recruited amongst those with the best results in their national 
examinations for the Diploma in Education. Currently, with the increased enrolment 
of student teachers in Tanzania’s universities, there is remarkable staffing of 
graduate teachers in the school especially in the science streams. In this research site, 
there were five geography teachers; however, only two teachers were assigned to 
teach geography while the other three were teaching other subjects such as biology, 
history/civics, and chemistry. In order to comply with the research protocols, the 
researcher had to request the involvement of another geography teacher from 
amongst those teaching other subjects.   
Description of case study one (Marco) 
Marco had a Diploma in Education specialising in geography and history. The 
teacher had four years of teaching experience of geography in secondary schools. He 
claimed that while at secondary school, he had never thought of becoming a teacher. 
He decided to enrol in teacher training after losing hope of what he previously 
targeted. According to the teacher, his dream was to become a renowned lawyer 
working as a private advocate. The dream could however not be realised as his form 
six (Advanced Level) national examination results did not meet the university 
entrance pass marks in the respective year. As a result, his parents advised him to 
apply for a Diploma in teaching which had direct government employment after 
graduation as compared to other training professions.  
Teacher’s understandings of LCT approach 
Marco showed a diverse understanding of the LCT approach. The teacher had the 
view that LCT is a kind of teaching approach focused on engaging learners in the 
classroom and thus building the learning capacity amongst students. The teacher felt 
that in LCT environment, the work of the teacher is to facilitate students in the 
process of knowledge construction. According to the teacher, students make sense of 
what they learn by linking what they already know with what they ought to learn, 
that is, the subject matter.  
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Teacher’s pedagogical reasoning and decision-making during the 
planning process vis-à-vis LCT 
The researcher sought to understand how Marco’s decision-making during 
instructional planning was informed by LCT beliefs. The review of Marco’s teaching 
portfolio including items such as lesson plans, schemes of work and lesson notes 
demonstrated that his classroom decision-making followed a uniform pattern of 
instructional planning, presentation, and evaluation. The teacher’s instructional 
portfolio identified aspects such as students’ characteristics in terms of their number 
in classroom, sex and class level; instructional time and period for each instructional 
topic; the main and specific objectives of the respective instructional topic; 
instructional resources, and showed both teacher and students’ activities during 
classroom instructional processes. Marco’s teaching portfolio also suggested 
instructional techniques such as questions and answers, small group discussion and 
field projects.  
The findings suggested Marco’s pedagogical decision-making aligns with the subject 
syllabus requirements such as: the types of learning competencies to be enhanced to 
students, the use of the proposed teaching and learning resources, and utilisation of 
the assigned time and the proposed teaching and learning methods. For example; 
lesson objectives were stated as: 
At the end of the lesson, students should understand the hydrological cycle; 
students should be able to list and explain the hydrological cycle components 
and they should also be able to explain the role of water bodies and vegetation 
in evaporation processes.  
The lesson notes reflected the student subject syllabus and the textbook in that 
particular year i.e. Form Two Class. According to Marco, all instructional planning 
needed to consider what students ought to achieve by the end of each lesson. The 
teacher’s teaching approaches were then to be directed towards achievement of 
classroom instructional objectives as guided by the subject syllabus and relevant 
curricula materials. 
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Teacher’s teaching practice vis-à-vis LCT approach 
The researcher assessed how Marco’s teaching practices reflected LCT principles. 
During the interview, the teacher recommended the effective participation of students 
in the learning processes. According to the teacher, he involved students through the 
use of relevant teaching and learning facilities, cultivating learning curiosity and 
inquisitive minds using questions and answers, small group discussions, provision of 
individualised activities, and the use of field projects. Emphasising his application of 
LCT beliefs during the classroom instruction processes, the teacher noted: 
I apply learner-centred teaching beliefs by involving learners in the teaching 
processes and using teaching and learning facilities such as models, maps, 
students’ classroom demonstration and outdoor teaching where students are 
exposed in the actual physical environment. 
Depending on the instructional topic and availability of funds, the teacher arranged 
for the outdoor study activities including field visits and geography practical 
activities. During lesson presentation, the teacher suggested using multiple 
instructional techniques such as: creating classroom readiness through problem 
posing questions on the subject matter, and providing student’s individual 
assignments on the subject matter prior to presentation of the main subject topic. The 
teacher provided examples of questions he asked students such as: who can tell us 
anything about the hydrological cycle?; can anyone tell me anything about solar 
energy?; what is vegetation and why is vegetation important in the hydrological 
cycle? According to the teacher questions provoked students’ thoughts and 
communication about their understanding of the respective subject matter. 
The classroom observation focused on addressing the teaching methods used; 
students’ involvement in the teaching and learning processes; teacher-student 
relationships; the teacher’s ability to provoke students’ reflection on the subject 
matter, use of teaching and learning resources; the teacher’s ability to relate the 
subject matter across subject disciplines and students’ learning diversities. One of the 
observed topics was about “Water management for economic development” while 
the ‘hydrological cycle’ formed the subtopic. The lesson was taught in form TWO, a 
class with 85 students. Marco presented the topic following the following 
procedures: 
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(a) He introduced the lesson by outlining the instructional objectives including 
building student understanding on: the role of solar energy in the hydrological 
cycle; formation processes of different forms of precipitation; and 
measurement and recording of precipitation data; 
(b) He used mostly a question and answer method to explore the students’ 
understanding of the hydrological cycle. Some of the questions asked 
included: what is hydrological cycle?; who can tell us the factors affecting the 
hydrological cycle?; what is solar energy?; can you explain the importance of 
solar energy in the hydrological cycle?; and what is precipitation and how is 
it formed?; 
(c) He invited students to respond to the questions based on who volunteered. 
The teacher appointed students amongst those who lifted their hands up to 
share their learning experience; 
(d) Students, who were given chances, reflected on the questions by sharing what 
they know regarding hydrological cycle and its related aspects; 
(e) The teacher critiqued students’ reflections by directing them towards the pre-
determined meanings of the subject topic components. He used a diagram 
showing the hydrological cycle and asked students to explain how each 
process takes place and relates to one another; and 
(f) He concluded the lesson by asking each student to describe measurement and 
recording procedures of rainfall based on the classroom discussion and 
student text books. This became the starting point for a home-based 
assignment. 
From the review of Marco’s teaching portfolio such as the geography syllabus, 
schemes of work, lesson plans, lesson notes and teacher’s instructional models it was 
evident that the teacher’s practices reflected the syllabus requirements–the teacher’s 
pedagogical practices seemed to be more centralised and generalised in that planning 
and classroom processes reflected students’ achievement in a collective group and 
not on an individual basis. For example, lesson objectives were stated as: by the end 
of the lesson students should be able to: 
Construct meanings about geographical phenomena and concepts such as solar 
energy, evaporation, condensation, precipitation, and percolation without the use of 
lesson notes or instructional materials; explain the influence of each concept or 
142 
 
process in the particular geographical phenomenon such as hydrological cycle. 
Students to observe, measure, record, and interpret various geographical phenomena; 
establish geographical linkages between local, national, regional and global 
environments.  
All these instructional objectives were also reflected in the subject syllabus. 
Teacher’s evaluation of classroom instructional practices vis-à-vis 
learner-LCT approach 
The study examined the teacher’s evaluation of classroom instruction processes in 
order to analyse if the evaluation incorporated students’ learning artifacts, students’ 
feedback and different LCT strategies reflected by students’ instructional progress in 
the subject matter.   
Responding to the question regarding the approaches the teacher used in the 
evaluation of classroom instruction practices, Marco demonstrated his assessment 
orientation based on the students’ achievement of the instructional objectives. Marco 
added that he examined students’ understanding of the subject matter, by providing 
individualised and group assignments, questions and answers and weekly and 
monthly tests. He explained further that he considered how student’s feedback and 
reflections of the classroom instruction aligned with the subject content and its 
instructional objectives.  
Marco explained that after the main classroom instruction he provided students with 
an assignment which was to be done either in groups or individually. He guided 
students as they were doing the assignment in either modality. The teacher reflected 
that during group discussion, he encouraged every student to participate by 
contributing his/her understanding of the subject matter based on his/her existing 
experience. The teacher perceived students’ reflections and performance in the 
assignments informed his level of instructional effectiveness based on the 
instructional objectives and thus formed a basis for thinking about alternative 
instructional strategies.  
Marco observed that he used question and answer method to seek students’ 
explanations and reflections of specific instructional aspects at any stage of 
classroom instruction. The teacher’s intention was to ensure all students grasped the 
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concepts and knowledge of the respective instructional topic and that they were 
comfortable in all aspects of the subject matter. Marco perceived that though it was 
very challenging to involve all students given the big number of students in the class, 
he would always go to class with a class roster. He reported to use the class roster to 
randomly appoint students to share what they understood regarding some 
instructional concepts. The teacher suggested that he asked students to volunteer 
responding to the questions by lifting their hands up where consequently he 
appointed them alternating across students’ positions in the class. He added that he 
sometimes encouraged students by appointing them to give their reflections about 
different concepts regardless of whether they raised their hands or not. Marco 
accounted that random appointment of students across the class was meant to 
enhance effective evaluation of classroom instruction based on equal opportunity 
amongst students.  
As stated earlier, the students’ weekly and monthly tests and quizzes formed also the 
evaluation of classroom instructional artefacts. The teacher explained that the 
weekly, monthly tests, and quizzes composed of questions covering learning aspects 
within the topics already taught in that particular week or month. He reported that 
questions required students to make reflections of their learning thus examining the 
influence of his teaching practices on the students’ knowledge construction processes 
and considering additional practices which ought to improve classroom instructional 
practices.The teacher observed that based on students’ feedback, he could either 
repeat some of the topics or make appropriate instructional decisions to influence 
positively the lessons which followed. The idea according to the teacher was to 
ensure students understood the concepts and principles as per instructional objectives 
of the respective subject matter. 
The findings from the classroom observation were evidenced by the teacher 
evaluation of the classroom instruction focusing on what the students achieved 
during that particular instructional period. Marco used diagrams representing 
geographical phenomena and asked students to explain how each phenomenon takes 
place and is related to one another. For example, the teacher drew a model of 
hydrological cycle and assigned letters such as a, b, c, d, and so on, to represent its 
components. He then asked students to identify the components and explain what 
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each component meant and its influence on the hydrological cycle. The volunteering 
students lifted their hands up and the teacher randomly chose students based on sex 
and their sitting position in class to share what they thought the letters represented. 
After each student’s reflection, the teacher sought more clarification of students’ 
responses from other class members.  
As for classroom observation, the review of the teacher’s teaching portfolio reported 
also Marco’s reflection on the lesson achievement based on students’ performance in 
the classroom tasks, individual assignments and weekly tests. For example; in the 
evaluation of the achievement of the previous classroom instruction, the lesson 
evaluation stated that “the lesson was understood by 95 percent of students”. The 
teacher’s account of his instructional achievement was that“students participated well 
in the lesson by asking and answering questions posed to them; students performed 
well the assignment given regarding the hydrological cycle”.The lesson evaluation 
reported the need to begin with the new learning aspect on “the uses of water” in the 
following instructional period. According to the teacher, student’s instructional 
feedback eventually provided a basis for evaluation of the teacher’s teaching 
practices and planning for future classroom instruction.  
Opportunities in the implementation of LCT approaches 
Students’ motivation to learn seemed to be an opportunity for effective LCT. During 
classroom observation, students demonstrated high learning motivation. They were 
very enthusiastic in building an understanding of the subject matter from their own 
diverse experience. They challenged the relevant concepts such as evaporation, 
condensation, precipitation, infiltration, percolation and run-off through questions 
and answers and provided examples from their localities. Students defined 
hydrological cycle as “one of renewable resources since it reforms when used”; “it is 
the complete circumference of water resulting from patterns of association of such 
processes as evaporation, condensation, precipitation, and percolation”. Students also 
asked questions such as: 
Why is it that the water vapour condenses while it appears to be closer to the 
sun?; how come evaporation takes place through vegetation?; what is the 
intensity of solar radiation needed to evaporate water from the springs, lakes, 
ocean or sea?; what and how do human activities influence the hydrological 
cycle?; and how does the climate affect hydrological cycle?. 
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The researcher considered students’ motivation to learn as an instructional 
opportunity which a teacher could exploit to influence students’ active involvement 
in the instructional processes.  
Challenges in the implementation of the LCT approach 
The mandated curriculum seemed to hinder the implementation of LCT approaches. 
The findings from the teacher’s teaching portfolio showed that the curriculum 
provided what the teacher should teach (academic content knowledge), how the 
teacher should teach (pedagogical content knowledge) and the expected students’ 
instructional objectives (instructional/learning outcomes). The syllabus stated not 
only the subject text and reference books but also the instructional materials to be 
employed. The curriculum instructional dominance was also reflected in the 
teacher’s teaching practices. The teacher’s pedagogical decision-making, teaching 
practices and evaluation of classroom instruction processes was evidenced by the 
teacher’s adherence to the geography curriculum materials with limited integration of 
the subject matter across subject disciplines, school environment and students’ 
learning diversities and cultural contexts.  
The classroom observation was evidenced by the classroom overpopulation. About 
80 students were collected in one small spaced class. Some students shared chairs 
and tables as the available furniture could not accommodate them. The class was not 
supplied with teaching and learning resources. This was seen as a challenge to the 
implementation of LCT. When responding to a question demanded his experience in 
the teaching practices using LCT approaches, Marco had the following teaching 
experience: 
As a geography teacher, I face many challenges which affect the application of 
LCT approaches. Classroom overpopulation is the burning challenge. For 
example, I teach in classes ranging 65 to 100 students. It is very challenging to 
involve students in the teaching processes in larger classes like these. These 
classes have also no teaching and learning facilities, we do not have enough 
text and reference books, no computers, projectors and other teaching models. I 
sometimes need to buy teaching equipment using my own funds. 
 
The researcher perceived the unfavourable instructional contexts experienced by the 
teacher posed critical challenges in the effective implementation of LCT.  
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Summary of Marco’s descriptions 
Marco viewed LCT as an approach of engaging students in the classroom instruction 
process with a focus of building instructional capacities amongst them. The teacher’s 
pedagogical reasoning and decision-making was influenced by his desire to achieve 
syllabus instructional objectives. According to the teacher, students’ level of 
involvement in classroom activities and their performance in the weekly and monthly 
tests formed important classroom instruction evaluation criteria.  
Description of case study two (Agape) 
Case study two involved a female teacher with three years of teaching experience at 
secondary school level. Agape had a Diploma in Education majoring in geography 
and biology. The teacher was allocated to teach biology. Agape has been teaching the 
subject in year 13 and 14, that is, form One and Two classes. Agape said she felt 
proud when she chatted with students about the school as part of the social life. She 
was content in the way students respected her: 
You know when I enter the class; students stand up and greet me with a feeling 
of great respect. When I meet my students in any place be it on the way, in the 
market, or at the church they greet me and introduce me to their companions if 
any.  
 
According to Agape, her instructional practices were motivated by the way students 
respected her. The teacher perceived students as part of her family. She felt also the 
way teachers respected each other at school. According to the teacher, when it came to 
departmental matters, each member of the department was much concerned on issues 
relating to the respective department. Agape noted:  
In a biology department for example, we prepare together the quarterly action 
plans, the schemes of work, the teaching and learning materials such as 
instructional models and assessment materials, that is, weekly and monthly 
tests and quizzes and the terminal examinations. In other words, all activities 
related to the department are executed in a team.  
 
Agape showed her satisfaction with the kind of teaching support she got from her 
colleagues which made her teaching practices enjoyable. She expressed her 
perceptions in teaching suggesting that teaching in both government and private 
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schools developed her communication and teaching skills to such an extent that she 
was able to identify her student learning disparities consequently supporting their 
learning adequately.  
Teacher’s understandings of LCT approach 
Agape conceived LCT as a cooperative teaching technique whereby a teacher asks 
questions and students discuss the questions in groups under the guidance of the 
teacher. The teacher stressed her understandings of LCT noting that:“LCT requires 
empowering students in the teaching and learning process such as students being free 
to critique the teacher’s reflection on the subject matter”. The teacher further noted 
that: “Students’ active involvement in the lesson demands the teacher to use 
participatory teaching methods such as questions and answers and group discussion”. 
Agape had the view that under LCT, learners are given opportunities to reflect and 
share what they know regarding what is taught.  
Teacher’s pedagogical reasoning during the planning process vis-
à-vis LCT approach 
Agape described the factors that determined her instructional decision-making during 
planning for classroom instruction. The factors included: classroom capacity in terms 
of class size, instructional resources, and the number of students in the respective 
classes. Emphasising her perceptions and consideration during instructional planning 
the teacher noted: “I teach classes exceeding 100 students different from the normal 
classroom capacity of 45 students. This has implications in the preparation for 
classroom instruction and evaluation of classroom instruction as well”. It appeared 
that the classroom size determined teacher’s instructional decision-making in terms 
of the methods, instructional resources and other relevant facilities.  
Findings from Agape’s teaching portfolio suggested teacher’s instructional decision-
making and action were reflected by the subject syllabus requirements and the 
proposed subject textbooks. This was evidenced by the lesson planning which 
outlined the main and specific objectives of the subject topic as per the subject 
syllabus. Lesson plans outlined the expected learning competencies to be achieved 
by the learners; they proposed reference books for specific subject topics and 
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indicated teacher’s evaluation strategies of the classroom instruction processes. The 
lesson notes also reflected the instructional objectives outlined in the lesson plans.  
Teacher’s teaching practice vis-à-vis LCT 
Among the many aspects examined included evidence of the teacher’s mastery of the 
subject topic, how the teacher tailored her instructional practices across subject 
disciplines and students’ diverse experiences, teacher’s instructional and assessment 
methods, level of students’ classroom engagement, and the use of teaching and 
learning resources.   
Agape presented multiple experiences when responding to questions which sought 
how she applied her understandings of LCT in the instructional processes. According 
to the teacher, her focus of classroom instruction was to empower students in the 
teaching and learning process. Using participatory teaching methods such as 
questions and answers and group discussion, she gave students freedom to critique 
the subject matter from multiple perspectives. The teacher gave students’ opportunity 
to critique also her understanding of the instructional topic. According to the teacher 
students questioned her presentation as a way of seeking more clarification of 
different concepts and aspects of the subject matter. The teacher asserted that her 
work was to plan instructional topics in such a way that it provided students’ with 
questions and both individual and group activities to be performed throughout the 
instructional period.   
Agape provided her experience when she taught a topic on “natural resources and 
their socio-economic importance with particular reference to Tanzania”. The teacher 
explained that a week before the classroom instruction, she assigned each student to 
think about natural resources and relevant products readily available in their 
localities and collect samples of the natural resources. The teacher asked students to 
bring samples of resources and products to the classroom instruction period that 
followed. During classroom instruction each student presented samples of natural 
resources and/or products made of different natural resources. 
According to the teacher, students collected varied resources and products including 
varieties of minerals such as coal, iron, charcoal, and gold made materials. Students 
presented also natural resource-made tools such as bracelets, spoons, sports medals, 
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coins of Tanzania’s shillings and pencils. According to the teacher, she facilitated the 
lesson through groups where each group discussed: the types of natural resources 
they had; the socio-economic importance of each type in terms of the products made 
from each resource; the type of products each group had; and identified their 
respective natural resources. The teacher reported to make group follow up 
provoking students’ curiosity by posing different questions regarding resources and 
products that students had collected. After ten minutes of discussion, each group 
presented what they observed and discussed. The teacher suggested summarising the 
lesson using a question and answer technique. Among questions asked were: “what 
types of natural resources are found in Tanzania?; what are the uses of these 
resources?; and why are most of these natural resources not extracted?”.The teacher 
wrote students’ responses on the board when she thought they were correct.  
Classroom observation findings were collected in two different instructional topics 
including: “Water Management for Economic Development and Exploitation of 
Forests’ Resources”. Findings from both observation sessions revealed the teacher’s 
relative variation in terms of teacher’s alignment of her teaching practices with LCT 
teaching beliefs. In one of the observation sessions, Agape followed the following 
instructional procedures: 
(a) introduced the lesson by telling students the topic they were going to 
discuss ; 
(b) outlined the aspects to be discussed which included: forms of 
precipitation and formation processes, solar energy, the role of water bodies 
and vegetation in the water cycle/hydrological cycle, and the measurement 
and recording of rainfall; 
(c) asked students different questions across all the aspects where some 
students responded to the questions; 
(d) volunteering students lifted their hands up before the teacher 
randomly appointed them to give their reflections regarding the questions; 
and 
(e) after clarifying students’ responses, the teacher provided explanations 
on each aspect while students listened at the same time taking notes.  
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Despite few students volunteering to share their experiences, not all students who 
volunteered were given chances to respond to the questions posed. Agape used most 
of the instructional time to explain and clarify the concepts on the hydrological cycle. 
The teacher had no teaching resources other than geography textbook and lesson 
notes. The teacher concluded the lesson by asking students to draw a well-labelled 
diagram showing the hydrological cycle. This constituted a take home assignment 
which was to be marked during the following classroom instruction. During the mini-
interview session, the teacher expressed her concern regarding students’ engagement 
in classroom instruction. Teacher’s concerns regarding students’ classroom 
participation were based mainly on lack of instructional resources and students’ 
classroom capacity. The teacher supported her use of lecture method noting that: “I 
teach in a class with 134 students. It is very difficult to involve students in a teaching 
process based on learner-centred teaching principles”. The teacher added that, if she 
opted to apply LCT methods, she found using much time teaching just a small 
subject matter component. This eventually resulted in not completing the geography 
syllabus in time. Explaining the effect of a shortage of instructional materials in 
implementing LCT practices the teacher lamented: “it is very challenging for the 
teacher to practice learner-centred teaching in a teaching and learning environment 
where there are no books, internet services and teaching and learning models”. 
According to Agape, effectively implementing LCT requires a teacher to have as 
much interactive instructional resources as possible. The teacher mentioned the 
resources including computer aided facilities, text and reference books and 
instructional models. According to the teacher, these materials not only motivate 
student learning but also provoke students’ reflection regarding the instructional 
topic. During the second classroom observation: 
(a) The teacher introduced the topic by asking questions regarding the types of 
forests students know, characteristics of different types of forests, varieties of 
animals dwelling in different types of forests; 
(b) She then emphasised the need for students to reflect on the 
importance of forest in the economic, social and cultural development of East 
Africa; 
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(c) She used a narration approach in the most of classroom instructional 
time; and 
(d) Guided by teacher’s lesson plan and lesson notes, the teacher 
described forest resources showing the forests’ eco-system goods and 
services.  
In this lesson, the teacher used mostly questions and answers to explore students’ 
understandings of forests and their impact on socio-economic development. Most 
students who volunteered to share their experience seemed to have a deeper 
understanding regarding the topic of forests and their importance in the socio-
economic and cultural development. Students made reflections based on the forest’s 
products such as timber and related construction materials, medicine, variety of 
animals. They reflected on the role of forests in the development of the tourism 
sector in the country. After the instruction, the teacher presented a map of East 
Africa showing the distribution of forests in East Africa. She asked students to use 
the map to reflect further on the subject matter. 
During the mini-interview sessions which followed the observation of classroom 
instructional processes Agape expressed her concern regarding English language 
incompetence among students. The teacher reported that it was difficult to implement 
LCT especially in lower classes. According to the teacher, many students in those 
classes presented with limited proficiency in the spoken and written language 
structures and phrases. The teacher emphasised her experience on this stating: “my 
students are not good at English. They fail to construct correct and meaningful 
sentences about what they know regarding certain geography concepts and 
conceptualisation of geographical ideas”.  
According to Agape students who volunteered to share their experience and 
understanding about some geographical concepts took a lot of time to present their 
conceptions. They struggled to articulate what they understood regarding the subject 
matter looking for appropriate vocabulary and sentence construction.  
Besides the instructional challenges experienced, teacher’s teaching practices 
suggested a divergence between her conception and experience of LCT and the 
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classroom practices. Teacher’s teaching practices mostly reflected the teacher-
centred as opposed to LCT approaches.  
Teacher’s evaluation of classroom instructional practices vis-à-vis 
LCT 
The main question across research instruments was how the teacher evaluated her 
classroom instructional practices.  
Findings from interview sessions demonstrated Agape’s evaluation of classroom 
instructional practices based on student’s contribution of ideas on the subject matter, 
usefulness of the teaching models and classroom instructional achievement reflected 
by the lesson objectives. According to the teacher, the foremost objective of 
classroom instructional practices was to ensure that students gained new knowledge 
as was specified in each instructional topic. Other evaluation of classroom 
instructional practices criteria according to the teacher depended on student 
achievement on individualised tests and assignments and students ability to use 
instructional models such as diagrams, maps, charts and figures to explain different 
concepts on the subject topic. The teacher further asserted that when students were 
able to explain subject concepts either by the support of instructional 
models/materials or using their own experience to interpret the concepts, she 
concluded that her classroom instructional practices were successful.  
Classroom observation suggested teacher’s evaluation of classroom instructional 
practices based on questions and answers. On some occasions during classroom 
instruction, the teacher used questions such as: “is it clear?; any questions so far?; 
any doubts?;who has not understood about...? ”and so on. The teacher appointed 
some students who raised their hands up to explain their thoughts where each student 
either asked a question or sought some more clarifications on specific issues 
regarding instructional topics. Students who volunteered to ask questions or seek 
clarifications about specific topical issues used words such as “my question is how, 
what, why is/are...,” The teacher then invited responses on students’ questions from 
the members of the class. Similarly, those who volunteered were given opportunity 
to give their reflections and reactions on their fellow students’ questions and 
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concerns. The teacher clarified students’ reactions as a way of making clear students’ 
questions and observation regarding the instructional topic.  
Agape’s instructional portfolio reported her evaluation of classroom instructional 
practices based on the subject syllabus. Teacher’s evaluation of classroom 
instructional practices focused on examining students’ level of understanding of 
instructional topics as per guided instructional objectives of the subject matter 
content. Lesson plans for example covered specific instructional aspects as indicated 
in the subject syllabus. The lesson plans identified instructional topics, general and 
specific objectives of instructional topics and proposed the instructional resources 
which in some cases included maps, diagrams and charts depending on the 
requirements of specific instructional topics. Lesson plans proposed also 
instructional methods to be used. Teacher’s reflection of classroom instruction stated 
students’ achievement of the instructional objectives by percentages. In some lesson 
plans, classroom evaluation stated that: 
Before instruction  
By the end of the topic student should be able to identify different uses of 
water without teacher’s or students’ notes. Student should also be able to 
explain water management strategies and techniques for sustainable water 
supply 
 
After the instruction  
The lesson was understood by approximately 85 percent of students in class. 
This is because, majority of students identified uses of water without referring 
to either teacher or student notes. Most students explained with confidence 
about water management strategies and techniques for sustainable water 
supply. Students participated effectively in the discussion about water uses and 
management. Next time, I will introduce new topic about.... 
 
Based on the teacher’s instructional portfolio reviewed, it was evident that the 
teacher’s decision-making processes regarding evaluation of classroom instructional 
practices were determined by students’ achievement in the specific instructional 
topics as guided by the subject syllabus.   
Opportunities in the implementation of LCT approach 
Based on research findings, three significant instructional opportunities were 
identified: Agape’s understanding of LCT practices, wealthy students’ existing 
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knowledge about some instructional topics and possibilities for teacher’s use of 
multiple vocabulary and alternative instructional methods and strategies. 
 
Teacher’s understandings of learner-centred instructional practices 
 
The researcher considered the teacher’s comprehension of the LCT as an opportunity 
towards implementation of learner-centred instructional practices. Teacher’s 
perceptions and experience regarding LCT showed her diverse understandings of 
what constitute the teacher’s tasks to support students’ learning processes. However, 
teacher’s understandings of LCT could not be realised in most of her instructional 
practices. Teacher’s instructional practices were dominated by teacher-centred 
instructional approaches.  
Role of students’ knowledge base in the instructional practices 
 
The researcher considered students’ knowledge base as a significant attribute in the 
implementation of LCT. However, findings from classroom observation revealed 
teacher’s limited consideration of what students already knew in supporting students’ 
construction of knowledge. Teacher’s failure to integrate students’ prior knowledge 
in her classroom instruction implied her insufficient conceptions of prior knowledge 
and its role in the learner-centred classroom instruction practices.  
Teacher’s use of multiple vocabulary and alternative instructional methods and 
strategies 
 
Findings from classroom observation and interview sessions showed the language to 
inhibit students’ effective participation in the classroom instruction. As an 
alternative, the researcher considered teacher’s use of multiple vocabulary and 
alternating instructional methods and strategies as influencing classroom 
instructional method and strategy for students’ active engagement in the learning 
processes.  
Challenges in the implementation of LCT approach 
The field experience suggested challenges that the teacher faced regarding the 
implementation of LCT approaches. These challenges included: teacher’s limited 
understanding of student mental cognition process, teacher’s failure to utilise existing 
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instructional opportunities such as student’s prior knowledge, subject vocabulary and 
instructional methods and strategies, language and class size.  
Teacher’s insufficient understanding of student’s mental cognition processes 
 
Based on the teacher’s perceptions and experiences of LCT, findings demonstrated 
teacher’s lack of enough understanding of student’s mental cognition during LCT 
classroom processes. According to the teacher’s practice, LCT was interpreted by 
student’s mere involvement in the lesson using participatory instructional methods. 
This teacher’s understanding was seen when she rarely provided students with 
classroom activities to provoke students’ thinking through sharing their lived 
experiences. The teacher asked students mostly the closed questions which did not 
promote students’ inquiry and critical thinking perspectives. Lack of students’ active 
involvement in classroom instructional processes made students receptacles of 
teacher’s knowledge inhibiting them to share their diverse learning experiences.  
Language challenge  
The majority of students were not capable of expressing themselves in English. 
Those who volunteered to either ask or answer questions used a lot of time to find 
proper structures and grammar to present their thoughts. In order to save time, the 
teacher suggested resorting to teacher-centred methods such as lecture and 
demonstrations methods. During classroom observation sessions, it was experienced 
that few students shared their thoughts and reflections about instructional topics. The 
teacher accounted students inactive participation to a lack of mastery of language 
communication skills. The teacher had sometimes to code-switch and code-mix 
between Swahili and English in order to influence students’ involvement in the 
teaching and learning processes. It was evidenced that whenever the teacher opted 
for Swahili, many students showed enthusiasm to participate in the lesson through 
asking and responding to some questions.  
Summary of Agape’s descriptions 
Teacher’s understanding of LCT was underpinned by her perceptions of the need to 
involve students in the teaching practices. Teacher’s pedagogical decision-making 
was influenced by factors such as: the syllabus guideline, class size, instructional 
156 
 
resources, and time. Though during interview schedule, the teacher presented 
mastery of LCT approaches; classroom observation suggested teacher’s teaching 
practices characterised by teacher-centred methods. The teacher mentioned 
instructional challenges such as: students’ limited English language proficiency, 
limited instructional resources, teaching in large classes, and the need to complete 
the syllabus in time. Agape’s evaluation of classroom processes were determined by 
among other pedagogical factors, students’ reflection on the questions, their 
performance on the tests, assignments, and ability to use geographical resources such 
as models and maps. 
Description of case study three (Sigimba) 
Sigimba is a long serving teacher with extensive teaching experience. He taught in 
primary school for 11 years before he started teaching in secondary schools. He had 
five years of teaching experience in the respective secondary school. His academic 
and teaching qualifications included possession of a training certificate in primary 
teacher education, Diploma in secondary education and Bachelor degree in teaching 
majoring in geography. The teacher reported to have attended a diverse, brief 
professional training which included: training for special needs education (SNE), 
early childhood education (ECE), inclusive education (IE), diagnostic teaching 
techniques (DTT) and teaching geography education for Environmental Management 
and Sustainability (EMS). The teacher perceived that the short term training 
programmes augmented his teaching practices especially in the syntactic knowledge. 
He asserted that the professional training aided his understanding of, and the 
decision-making processes regarding the classroom instruction practices.  
The teacher noted: “my long and extensive teaching experience plus the varied 
professional training I have undergone have enlightened my conceptualisation of 
classroom instructional planning and thus my teaching practices”. Sigimba expressed 
a feeling that his teaching experience and the extensive extra professional training 
empowered him academically and pedagogically. One of the most interesting stories 
from the teacher was his transformed mindset that for a long time he believed that a 
teacher was born and not made. His belief was supported by his experience as a 
student and as a teacher. He asserted that as a student he was able to identify the 
teacher who showed evidence of teaching competence in terms of mastery of subject 
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matter content and methods of teaching. According to this teacher, students 
nicknamed that teacher as ‘Kipanga” meaning a genius teacher. He explained that 
such a teacher could sometimes come into class without a book or lesson notes. 
She/he would just come with pieces of chalk and then write the instructional topic on 
the notes board and start discussing the topic stage by stage till the end of the 
instructional time.   
Sigimba explained further that in the instructional practice such a teacher would give 
as many examples as possible to influence students’ reflection on the subject matter 
and invite them to ask and respond with some questions before he concluded the 
subject. According to Sigimba, they enjoyed the way the teacher involved them in 
the classroom instructional practices to the extent of murmuring praising his proven 
teaching competence when the teacher left the class. Sigimba believed that teachers 
of that kind were born with those academic merits and teaching talents. However, 
with time, Sigimba realised that teaching competence was not influenced by natural 
talents alone but rather with a teacher’s acquired substantive knowledge of the 
subject matter and the syntactic knowledge, that is, the pedagogical knowledge 
acquired from his/her passages in schooling, training and the professional practices. 
The teacher questioned: “If teachers are born, what are these schools for? What are 
these teachers’ training colleges for?”Moreover, the teacher was asking himself “if 
teachers were born then why should there be universities and colleges deliberately 
established for training teachers?” The teacher perceived that his teaching improved 
over time as a result of not only the initial teacher training programmes he attended 
and became familiar with the teaching processes but also the kind of in-service 
professional trainings he underwent.  
Teacher’s understanding of LCT approach 
According to Sigimba, LCT is a teaching approach which gives students learning 
authority. The teacher in LCT is a facilitator of classroom instructional processes. 
The teacher presented that the teaching approach requires students to engage in the 
teaching and learning process by following teacher’s guidance. The teacher however 
perceived LCT as westernised and imposed instructional methodologies which 
transfers power from the teacher to the students. The teacher perceived implementing 
LCT in Tanzanian schools as challenging observing: “too much time is used to cover 
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just a small subject content, we also do not have enough teaching and learning 
resources to support learner-centred teaching, I don’t know!” 
Teacher’s pedagogical reasoning during the planning process vis-
à-vis LCT 
The researcher wanted to know what Sigimba considered during planning for 
classroom instruction. The teacher explained his consideration to be directed by the 
subject curriculum requirements. When the researcher asked what the teacher 
considered during planning for classroom instruction, Sigimba responded: 
I normally consider issues like the classroom instruction guidelines especially 
from the subject syllabus, instructional objectives, and the subject topics to be 
taught vis-à-vis teaching and learning materials available and the instructional 
activities to be provided during or after the classroom instruction.  
 
According to Sigimba, the teaching processes needed to reflect the curriculum 
requirement and objectives in the respective year. The teaching processes needed 
also to be reflected in the planning for classroom instruction. Based on the teacher’s 
teaching experience, the curriculum provides the expected learner’s learning 
competencies to be developed from every subject topic. The curriculum suggests 
how each topic should be taught. In this case, the curriculum describes the subtopics 
within each main topic and proposes the organisation of the classroom instruction 
and the instructional methods and strategies to be employed. Findings from the 
teacher’s portfolio were evidenced by lesson plans reflecting what was intended to be 
accomplished in the schemes of work. Lesson plans described the instructional 
topics, instructional objectives and both the teacher’s and students’ activities during 
classroom instructional processes. The lesson plans described the instructional 
methods and proposed the text and reference books for each instructional topic. The 
same was attested by the lesson notes which were prepared based on the instructional 
objectives provided by the syllabus and thus reflected in both schemes of work and 
the lesson plans.  
According to the reviewed portfolio, teacher’s evaluation of classroom instruction 
suggested the need to build student performance and learning competencies in the 
prescribed instructional objectives. For example, in the topic of “Human Population”, 
the teacher’s evaluation of classroom instruction stated that; by the end of the lesson 
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a student should be able to: “define population structure, describe the concepts of age 
and sex, birth and death rates and show the influence of each population aspect on 
the population structure”. The instructional objectives spelt out above were observed 
in all curriculum materials reviewed such as the syllabus, schemes of work, and the 
respective subject textbooks, that is, geography for secondary school Books 2 and 4 
and the teacher’s lesson notes in the respective instructional topics.  
Teacher’s teaching practice vis-à-vis LCT beliefs 
Assessment of teacher’s instructional practices meant to consider how the teacher 
provided opportunities to students in order to reflect the subject matter from their 
own experience and construct their own understanding of the subject matter. One of 
the interview questions asked how the teacher identified student’s learning needs. 
According to Sigimba he identified students’ learning needs by inviting students to 
make reflection on the subject matter. The teacher provided examples of how he 
influenced students’ participation in the knowledge construction process when he 
taught the topic of population structure in a form four class. The teacher described 
the procedures he followed as: 
(a) He described his own family in terms of the number of family members, sex, 
death occurrence of family members and socio-economic activities 
undertaken by the teacher’s family; 
(b) He invited volunteering students to describe their families. Students were 
guided by the question; can anyone tell us about his/her family?; 
(c) Volunteering students were randomly appointed amongst those who lifted 
their hands up; 
(d) The teacher subsequently described the instructional topic regarding 
population structure focusing on age and sex; birth rate and death rate; and 
(e) As he explained the concepts and issues relating to population structure, he 
asked students to reflect on what they already knew about the topic from their 
family backgrounds.   
The teacher shared that introducing the classroom instruction in that way provided 
opportunities for students to construct their own meaning and interpretation of the 
subject concepts and ideas based on their existing experience and understanding 
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about the subject matter content. The teacher stressed that he knew how to proceed 
with the classroom instructional processes after having clear understanding of the 
students’ existing knowledge base on the respective instructional topic. Sigimba 
noted: “from here, I know where to direct my attention as I facilitate the instruction 
processes”. 
Sigimba’s teaching practices were also assessed through the researcher’s classroom 
observation. Classroom observation was undertaken in the form four class 
instructional topics regarding: Human population and agriculture in East Africa. The 
subtopics included: population structure and the factors influencing agricultural 
development in East Africa respectively. In the first topic, the teacher facilitated 
classroom instruction on the age and sex, birth and death rates. Whereas, aspects 
influencing agricultural development in East Africa constituted the ecological aspects 
such as: the physical and biological factors (land, climate and soil); human factors 
(labour, capital, technology and support services including infrastructural and 
institutions) and the economic situation which involved the (national and 
international pricing systems). Lesson presentation followed the following 
procedures: 
(a) introduced the topics by giving explanations about the instructional aspects 
before he asked students to think about the factors affecting each aspect of 
population structure and the factors affecting agricultural development in East 
Africa; 
(b) described the concepts of age and sex, birth and death rates in relation to 
population structure. He presented examples of how socio-economic and 
cultural issues such as life expectancy, educational level, economic status and 
dependency ratio affect aspects of population structure; 
(c) he invited students to share what they knew regarding population structure, 
age and sex, birth and death rates as important aspects in understanding 
human population; 
(d) he jotted on the chalkboard all the students’ reflections and perceptions on 
population structure, age and sex, birth and death rates; 
(e) he explained further about the role and link of each aspect on the human 
population and its structure. For example, he explained how life expectancy, 
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educational level, economic status and dependency ratio affect the population 
structure and its aspects such as; age and sex; birth and death rates; and 
(f) he concluded the lesson by drawing a diagram showing Tanzania’s 
population structure based on age and sex. He asked students to comment on 
the population structure giving an account of the factors influencing 
population structure in East Africa with particular reference to Tanzania’s 
experience. He asked students to link the aspects of birth and death rate, age 
and sex with the factors of human population already studied. This formed a 
take home assignment which was to be done in groups of ten students each.  
Sigimba provided examples of how life expectancy, economic status, educational 
level and dependency level affect the population structure. A question and answer 
method was also used more often. The Question and answer instructional method 
was experienced especially in the introduction of the lesson. The teacher asked 
questions such as: how is population dynamics distinguished from population 
structure?; how does education influence population size of a given community?; 
how does fertility rate affect population dynamics?; who can explain the influence of 
life expectancy and economic status on population structure?; and who can give an 
account for the factors influencing population structure in East Africa? These and 
other questions were answered on an individual basis depending on who volunteered. 
Accounting for his instructional methodologies used, the teacher was concerned with 
the number of students in the class which could not favour active participation of all 
students. The teacher put his experience of LCT in an emphatic disposition by 
saying: “It is a very challenging teaching approach especially in a class of too many 
students and lack of teaching and learning facilities”. The teacher went further stating 
that: “Due to lack of enough geography teachers, we usually combine about four 
class streams in a single class of up to 180 students. It is very difficult to teach in this 
large class using learner-centred approach”.  
Unlike the first lesson, in the second lesson, Sigimba seemed to involve students 
actively in the classroom instruction regarding Agricultural Development in East 
Africa. In this class the teacher followed the following steps: 
(a) introduced the lesson by inviting students to conceptualise the following 
aspects: Agriculture and its influencing factors which included: land, climate 
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and soil; labour, capital, technology and support services including 
infrastructural and institutions and the national and international pricing 
systems; 
(b) he grouped students in ten groups of about eight students each. Each group 
appointed the chairperson and secretary. The chairperson guided the students 
in their discussion. The group secretary was responsible for taking a summary 
of students’ reflections regarding the instructional topic under discussion; 
(c) he asked each group to discuss the factors influencing agricultural 
development in East Africa focusing on the importance of agriculture for 
socio-economic development in the respective countries and in East Africa in 
general.; 
(d) the teacher walked around the groups assisting students in their discussion; 
(e) the presenter from each group presented what they discussed before the class; 
(f) the teacher invited students to ask questions for each presentation; 
(g) at first, members of the respective group responded with questions elaborating 
more on what they meant in common regarding issues that were raised. 
Subsequently, volunteering students were given opportunity to critique the 
counter group presentation. This went across all discussion groups; and 
(h) presentations and reflections were followed by teacher’s clarification of 
important aspects at some points of classroom instruction.  
Based on Sigimba’s facilitation of classroom instructional topic, the researcher 
observed the teacher supervising effectively students’ discussion. Students seemed to 
participate effectively in the discussion of their respective groups. Students shared 
their thoughts about agriculture and its related activities. From the researcher’s 
observational experience, students’ reflections on the subject matter revealed their 
deep understanding of the subject matter. Students reflected their understanding of 
the subject matter from varied life experiences. For example, using experience from 
one of the student’s home villages regarding agricultural development, the student 
shared her concern about how the physiological and biological factors influenced 
agricultural development observing that: 
We are told, back at our home (Isimani Ward) in the past three decades the soil 
was very fertile. The natural fertility of the soil allowed our parents to grow 
maize and harvest in abundance without applying agrochemicals such as 
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fertilizers and pesticides. Unlike those days, nowadays, the same people suffer 
from persistent hunger due to the reason that they harvest very little despite 
application of fertilizers and other farm inputs. 
 
The student further commented that: “in my opinion, something wrong might have 
occurred within the soil. Otherwise, we need to think about the influence of climatic 
changes experienced over the years on the soil fertility”. According to this student, 
the place was no longer productive for maize other than dry resistant crops such as 
sunflower and cassava. 
Teacher’s evaluation of classroom instruction practices vis-à-vis 
LCT approach 
The findings regarding teacher’s evaluation of teaching practices revealed that 
Sigimba’s evaluation of his instructional practices was determined by student 
performance in the instructional objectives. Based on the data collected from all three 
research instruments, it was clear that evaluation of teaching processes was reflected 
by the changes in student instructional behaviour. Findings from the interviews 
demonstrated teacher’s use of different evaluation criteria. Sigimba’s evaluation of 
classroom instructional practices was based on the students’ performance in the 
assignments provided (individual or group), students’ application of instructional 
models, and the extent of students’ involvement in the instructional processes. It was 
also found that the teacher’s evaluation of teaching practices was reflected by 
students’ ability to make conception of the subject matter across subject disciplines. 
According to the teacher, his achievement of classroom instruction was determined 
by his ability to promote student thinking and participation in the classroom. With 
respect to in-class activities, during classroom observation, it was observed that the 
nature of teaching approach seemed to affect the teacher’s evaluation of his 
instructional processes. It was evident that the more the teacher actively involved 
students in the instructional processes, the more he assessed his teaching practices.  
For example, when students were involved in either individual or group based 
activities, the teacher walked around the students and sometimes clarified some 
aspects within the groups, individuals, and the whole class. The same was 
experienced at times when he applied other participatory instructional methods such 
as questions and answers and think-pair and share methods. Students’ reaction to the 
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questions and/or individual and group tasks made the teacher clarify more about the 
concepts he taught using examples and questioning students further across the topics. 
The change in the teacher’s instructional approaches was seen to be influenced by the 
student feedback from either individualised or group classroom activities. This was 
different at times when the teacher dominated the classroom instruction processes. 
When he dominated the teaching, students were rarely given opportunities to share 
their existing learning experience. As a result the evaluation of teacher’s instruction 
processes was done mainly during the conclusion of the instructional topic. The 
teacher ended the lesson by either summarising it through questions and answers 
method, or presenting diagrams, asking students to describe them or providing take 
home assignments which were to be done individually or in a group of a specified 
number of students. The teacher’s evaluation of classroom instruction was to be 
based on the students’ feedback in terms of achievement in activities provided, the 
responses from the questions asked, and/or their involvement in the classroom 
processes.  
Opportunities in the implementation of LCT approach 
The findings suggested three main instructional opportunities which if well-utilised 
could have influenced effective implementation of LCT approach. The instructional 
opportunities included teacher’s academic and professional qualifications with 
extensive teaching experience; teacher’s understanding of how best LCT could be 
implemented and the school instructional environment. The researcher considered 
Sigimba’s academic and professional qualifications and experience as opportunities 
in the implementation of LCT. Likewise, the teacher’s understanding of how to 
implement LCT was seen as an advantage of teacher’s creativity in the instructional 
processes. Moreover, the findings showed that LCT could be implemented 
effectively if the teacher was creative enough to use both out-door and in-class 
instructional environments. The school environment provided the teacher an 
opportunity to design and make a variety of classroom instructional resources such as 
models, globes, maps and colours. The teacher could have used students to collect 
different natural and artificial materials which they (teacher and students) thought 
important and relevant in making instructional resources with respect to different 
instructional topics.  
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Challenges in the implementation of LCT approach 
Results from all three research instruments suggested two major challenges including 
the language barrier and lack of teaching and learning resources.  
Language 
During classroom instruction, those students who volunteered to share their 
experience were struggling to find the appropriate way of expressing their thoughts 
regarding the subject matter. Some students did not volunteer to say what they knew 
about a particular concept. However, when the teacher asked those students to give 
their comments on certain concepts, they gave varied explanations about the 
respective concepts. This suggested that students felt shy to share their conception of 
the concepts despite their understanding of those concepts. This also implied that 
students were unable to present their ideas using English. Enhancing effective 
students’ involvement, the teacher had sometimes to code-switch and code-mix 
between Swahili and English as he described the subject topic. 
Sigimba stressed: 
Many students feel ashamed to get involved in the discussion by sharing their 
thoughts and experiences regarding the subject matter. This is sometimes 
contributed to by language incompetence amongst students. Students have poor 
English language background from primary school.  
 
Student’s failure to express effectively in English increased teacher domination of 
classroom instructional processes which subsequently hindered the implementation 
of LCT.  
Teaching resources and facilities 
The findings demonstrated an acute shortage of classroom instructional resources 
and facilities such as text and reference books and instructional models. This 
problem was emphasised when Sigimba lamented: “the school has no library, no 
books, no laboratories and the classes are always overpopulated. We also don’t have 
electricity. These are critical challenges in my school”. It appeared that limited 
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instructional resources adversely affected the teacher’s classroom instructional 
practices. 
Summary of Sigimba’s descriptions 
Sigimba presented multiple understandings of LCT. He defined LCT based on the 
transfer of instructional authority from the teacher to the students. According to the 
teacher, LCT requires students taking charge of their learning under the teacher’s 
facilitation. He reported that his pedagogical decision-making was underpinned by 
the need to adhere to the instructional objectives as guided by the subject syllabus 
and syllabus materials. His teaching was affected by such factors as classroom 
overpopulation, availability of and application of instructional resources, and 
classroom organisation and management. Other factors included the nature of 
instructional topics, time and English proficiency amongst students. Teacher’s 
classroom evaluation was determined by students’ achievement of classroom 
instructional objectives. The teacher used evaluation artefacts such as tests, 
individual and group-based assignments, and students’ level of participation and 
reflection on classroom activities including reactions to oral questions. The teacher 
was pessimistic regarding the implementation of LCT suggesting that the method 
was imposed by western countries without consideration of Tanzania’s real 
instructional contexts.   
Research site one findings description summary 
Despite teachers’ contested nature of what it means by LCT; they all perceived LCT 
in terms of students’ involvement in the classroom processes. Marco, Agape and 
Sigimba viewed the students’ prior experience that they brought with them as 
constituting a significant catalyst in the knowledge construction process. Guided by 
the subject syllabus, all teachers demonstrated similar pedagogical decision-making 
during the planning process. Regarding teachers’ teaching practices, cases studies 
experienced similar instructional contexts in terms of class sizes, limited instructional 
resources and students’ lack of English proficiency. However, the difference in 
instructional practices depended on the individual teacher’s creativity, choice of 
instructional methods and classroom organisation and management strategies. 
Teachers’ evaluation of classroom instructional practices were underpinned by such 
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factors as; students’ performance in the tests, individualised and group assignments 
and their level of involvement in classroom activities including answering and asking 
oral questions. The findings showed teachers involved students more in the 
evaluation process during the beginning and conclusion of the lessons. They used the 
evaluation results to improve their teaching practices. More often, teachers’ teaching 
practices were characterised by teacher-centred instructional methods such as lecture 
and teacher controlled questions and answers methods. Teachers’ account for the 
instructional methods used based on the existence of instructional challenges such as 
large classes, curriculum overload vis-à-vis instructional time, limited instructional 
resources and lack of English proficiency amongst students.  
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Contextual descriptions of research site two 
Research site two is a publicly owned secondary school comprised of both ordinary 
level (OL) and advanced level (AL) students. It constitutes day, ordinary level 
students and a boarding option for advanced level students. The former attend school 
during the day while living with either parents or guardians. The latter, students are 
provided with boarding services including food and accommodation throughout the 
two year study period. While advanced students are enrolled from across all regions 
in the country, ordinary level students are enrolled from the Iringa Municipal 
frontiers. However, due to some unavoidable reasons which may include parental 
care, medical and financial implications, students from other public day secondary 
schools across the country may be transferred to this school following approval from 
the relevant educational officials. The school has a total of 19 teachers who 
specialise in geography. Out of these teachers, only seven teach in both ordinary and 
advanced level classes. Six teachers were allocated to teach other subjects, and the 
remaining six were on study leave.  
Description of case study four (Amos) 
Amos is a male teacher with four years of teaching experience. He holds a Bachelor 
of Arts degree with Education majoring in geography and history. According to the 
teacher, he was allocated to teach both subjects to both levels- OLs and ALs. He 
taught geography to ordinary level students and history in advanced level students. 
He had a total of 40 lessons of 40 minutes each week for both subjects. According to 
the teacher, he had 32 geography lessons a week for ordinary level and 8 history 
lessons a week for advanced level.  
Teacher’s understandings of LCT approach 
Amos demonstrated a varied understanding of what is meant by LCT. Teacher’s 
understanding of LCT focused on providing opportunities for students to participate 
actively in classroom activities and promoting students’ confidence. Responding to 
the question which sought his understanding of LCT, Amos noted: “LCT is when 
most of the activities in my classroom are done by students and my role as a teacher 
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is to guide students to meet the learning objectives as outlined in the subject 
syllabus”.  
Teacher’s pedagogical reasoning during the planning process vis-
à-vis LCT 
Findings showed the teacher’s planning process of classroom instruction to be 
underpinned by numerous factors. Factors that guided teacher’s decision-making 
ranged from an assessment of students’ needs, subject topic content, and instructional 
objectives. Other factors included availability of instructional resources, selection of 
appropriate instructional methods and strategies, consideration of students’ 
classroom activities, assessment tools and activities, and instructional time for each 
subject topic. Findings from the interview sessions revealed that during planning for 
classroom instruction, Amos considered mostly the lesson objectives, students’ 
classroom activities and available instructional resources. Findings suggested also 
teacher’s use of various instructional assessment tools and activities. They included 
individualised and group assignments, oral questions and answers, weekly and 
monthly tests, and field based projects. The teacher reflected on his instructional 
practices based on students’ achievement in the respective assessment activities. “I 
improve my planning and teaching according to the type of feedback I get from my 
students”. Amos asserted. 
Teacher’s teaching practices vis-à-vis learner-centred teaching 
beliefs 
Teacher’s teaching practices looked similar across the three observation sessions. 
Amos used similar instructional procedures and methodologies presenting slight 
differences from one topic to the other. The instructional topics observed included: 
the hydrological cycle, the importance of water, and water management strategies. In 
the first lesson, the class was active since lesson presentation was in the form of 
student groups, questions and answers, and the use of diagrams to show some 
processes in the Hydrological cycle. The later observation sessions were evidenced 
by the teacher dominating the classroom processes. In these classes, the teacher 
presented the instructional topics using mostly lecture and question and answer 
methods. Whenever the student struggled to conceptualise a particular concept, the 
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teacher interrupted the student by explaining the concept and then continued 
lecturing or asking some other questions.  
However, it was observed that in all the three observation sessions, Amos began the 
topic by first asking students for some feedback regarding the previous topics. Amos 
clarified students’ responses before he introduced the new instructional topics. 
According to the teacher, practices of the previous topic served two purposes 
namely: ensuring students were clear with the past topic in order to connect well with 
the new topic and creating a classroom atmosphere to support effective instruction of 
the new topic. The teacher argued that it was important to know how well students 
grasped the skills and knowledge of the just-completed topic in order to find 
appropriate pedagogical methodologies for the new instructional topic. The reason 
for this, according to the teacher, was the fact that topics in the syllabus were 
organised based on their similarities and relationships. More importantly, seeking 
students’ level of knowledge acquisition of the previous subject topic and including 
their existing experiences in the new topic served the need to attract students’ 
attention at the early stage of classroom instruction. The teacher suggested that it was 
useful to create classroom readiness for productive classroom instruction processes. 
He explained further that understanding students’ knowledge of concepts and 
principles of the previous subject topic was significant in assessing some critical 
pedagogical approaches for the new topic.  
According to the first lesson on “the hydrological cycle”, Amos followed the 
following procedures: 
(a) He introduced the lesson by outlining the instructional objectives on the 
concept of hydrological cycle; 
(b) He outlined instructional aspects on the subject matter which included: 
processes involved in the hydrological cycle (evaporation, condensation, and 
precipitation), solar energy and its role in the hydrological cycle, role of 
water bodies and vegetation in the hydrological cycle, and measurements and 
recording of forms of precipitation; 
(c) He randomly formed ten discussion groups by asking students to count 
numbers from one to ten repeatedly. This automatically formed five groups 
with nine students each and five groups with eight students each; 
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(d) He provided each group with one different question to discuss in ten minutes 
before each group presented to the whole class; 
(e) He moved from one group to another facilitating students in their discussion; 
(f) After group discussion, each group presented the discussion reports using the 
group representative; 
(g) The teacher provided volunteering students opportunities to challenge the 
report by asking questions, answering questions, and giving some 
clarification about issues discussed in the group report; 
(h) The teacher clarified and summarised reports from each group presentation; 
(i) The teacher hung on the front wall the diagram showing the hydrological 
cycle and asked students to observe and reflect about it; 
(j) He asked students different questions regarding the processes involved in the 
hydrological cycle. Questions included: what role does solar energy play in 
the hydrological cycle?; what might happen in the hydrological cycle if there 
were no vegetation?; and how do water bodies influence the hydrological 
cycle?; 
(k) The teacher appointed volunteering students to respond to the questions; 
(l) Based on the teacher’s notes and subject syllabus, the teacher concluded the 
lesson by summarising students’ ideas; 
(m) The teacher then wrote the notes on the blackboard and asked students to 
copy them for their references; 
Following the classroom instruction procedures presented, it was evident that 
students were involved in the instruction processes in different ways. They shared 
their ideas and experiences through group discussion, presenting, asking, and 
answering questions about the hydrological cycle. Students were also involved in 
observing and conceptualising the diagram showing hydrological cycle processes. 
However, it was also important to note those students who did not volunteer to 
discuss, present, answer, and ask some questions. According to Amos, it was normal 
for some students to not take part in the lesson. The teacher commented that students 
who did not actively involve themselves in the lesson did not mean they did not 
understand the specific lesson. He reported that some of those silent students during 
classroom instruction were those who outperformed the actively participating 
students in any assignment, test or examination provided.  
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Findings from classroom observation were backed up by those collected through 
interview and teacher’s teaching portfolio. For example, when asked how he applied 
LCT approaches, Amos stated: “I mostly take my students to sites for project 
activities. I sometimes also organise tour visits where my students get familiar with 
the physical environment”. According to the teacher, both project activities and tour 
visits were important as they made students connect what they learn in the class with 
the reality from the practical viewpoint. He suggested that he normally used group 
discussion, questions and answers, and some geographical models. Amos accounted 
that these instructional methods necessitated students to participate effectively in the 
lesson. Portfolio findings revealed also that teacher’s instructional practices were 
determined by the instructional objectives of the subject topics, the availability of 
teaching and learning resources, student performance, and more importantly the 
subject syllabus.  
Classroom observations of the other two lessons were teacher-centred in instructional 
approaches. Lecture, questions and answers approaches dominated the teacher’s 
teaching practices. In these lessons, Amos taught topics about: the importance of 
water and water management strategies. In both lessons, Amos followed the 
following procedures: 
(a) He began the lesson by asking students feedback on the previous lesson. He 
asked questions relating to the hydrological cycle such as: who can explain to 
us how the hydrological cycle takes place?; what is the role of solar energy in 
the hydrological cycle?; how can depletion of vegetation affect the 
hydrological cycle?; what is the role of human being in the sustainability of 
the hydrological cycle?; how do processes in the hydrological cycle relate to 
one another?; and what is the socio-economic importance of water? 
(b) The teacher asked students who wanted to respond to any question to raise 
their hands up before he could appoint them; 
(c) The teacher appointed volunteering students to reflect on the questions asked. 
He clarified more students’ reflections; 
(d) The teacher presented the new lesson using mostly lecture method and some 
few questions to check students’ understanding; 
(e) He read and explained his lessons notes to students; and 
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(f) After completing explanations, the teacher wrote the notes on the blackboard 
where students had to copy them in their exercise books for reference. 
It was observed that few students volunteered to ask and respond to questions. Many 
of them just kept quiet, listening attentively to the teacher and students as they 
clarified concepts and ideas about the topics. It was observed that those students who 
volunteered to answer or ask questions were struggling to structure their thoughts in 
correct phrases and sentences. It was apparent that students lacked English 
grammatical and structural knowledge and skills. Students made several grammatical 
and structural errors as they communicated their thoughts. It was observed that the 
teacher himself was not fluent in English. The teacher sometimes had to code-mix 
and code-switch between English and Swahili. According to Amos, code-mixing and 
code-switching necessitated students to easily understand the concepts and ideas of 
the subject topics. He further maintained that code-mixing and code-switching was 
especially important in the lower classes since students in those classes did not speak 
English fluently. Hence, he had to shift to Swahili which was spoken and understood 
by most of the students. According to the teacher, it was difficult for students to 
understand the concepts when taught in English. The teacher explained that when the 
same concepts were explained using the two languages, they were easily and well 
understood by the majority of students.  
The teacher commended that, code-mixing and code-switching was also influenced 
by a lack of teaching resources. He had the opinion that if there were enough 
teaching resources they could have prompted students’ curiosity and provoked them 
to communicate their thoughts regarding some conceptual issues in the respective 
topics.  
Teacher’s evaluation of classroom instructional practices vis-à-vis 
LCT approach 
Findings demonstrated teacher’s application of varied evaluation approaches. 
However, in all the evaluation approaches, it was shown that students’ achievement 
in the instructional objectives formed the teacher’s central evaluation focus. Amos 
evaluated his instructional practices based on how the students were able to do 
classroom activities, how students were able to reflect on the instructional topics 
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through questions and answers, performance in their individualised assignments, and 
their ability to write and demonstrate field reports. According to the teacher, weekly, 
monthly tests, and term examinations also formed evaluation artefacts. When asked 
how he evaluated his instruction practices, Amos noted: “I usually use assignments 
and tests to determine whether my students met the learning objectives or not. When 
objectives are not met, I alternatively work using other learner-centred teaching 
methods.” 
Amos outlined the alternative teaching methods that he applied. These instructional 
methods included lecture, group discussion, questions and answers, demonstration, 
field trips, and the use of instructional models. He commented that using alternative 
instructional methods motivated students’ participation in the instructional practices 
thus attracting classroom attention needed for effective instructional practices. 
Responding how he assessed the achievement of classroom instruction, Amos said “I 
examine the ability of students to perform authentic tasks, to interact and answer 
questions correctly.” The teacher had the opinion that there were no alternative ways 
to examine his quality of classroom instruction other than considering the extent of 
students’ academic competence achieved within the taught subject topics. The 
teacher further argued that given the classroom tasks, students’ degree of 
participation in answering and asking questions, their demonstration of specific skills 
and knowledge about geography concepts and principles, he was able to gauge his 
instructional successfulness. According to the teacher, he consequently had to 
moderate his teaching practices based on the students’ academic progress. 
Similarly, findings from the review of the teacher’s teaching portfolio suggested the 
teacher’s reliance on students’ instructional achievements in the respective 
instructional topics. For example, based on teacher’s evaluation of schemes of work 
and lesson plans, it was found that both schemes of work and lesson plans showed 
the types of learning competencies that were to be enhanced by students, the use of 
the proposed teaching and learning facilities and utilisation of the assigned time and 
the application of the proposed teaching and learning methods such as questions and 
answers, group discussion, simulation, and outdoor instructional activities. All these 
pedagogical approaches were directed to the students’ achievements in the subject.  
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Opportunities in the implementation of LCT approach 
The study found that the teacher’s educational qualifications, his teaching experience 
and understanding of LCT approaches meant he was well-qualified and able to 
implement LCT approaches. Other attributes included the teacher’s positive attitude 
towards LCT and the school environmental context which provided opportunities for 
teacher and students to improvise some instructional resources such as colours, maps, 
and instructional models.  
Challenges in the implementation of LCT approach 
According to the findings, it was observed that the teacher’s teaching practices were 
constrained by three main challenges including the students’ incompetence in 
speaking English, overcrowded classes, and limited funding for field and project 
activities. During classroom observation, it was noted that when students were given 
opportunities to share their experiences regarding some aspects in the instructional 
topic, volunteering students struggled to present their thoughts. The teacher also 
revealed that most students especially in the lower classes had not mastered spoken 
English. As such, many of them felt shy to share their experiences in the instruction 
processes since they were unable to communicate in English. Amos further noted 
that even when he thought of engaging students in the instructional processes, he was 
challenged by lack of space due to overcrowded classrooms. According to the 
teacher, he always taught a class of more than 80 students. When asked about 
engaging students through alternative instructional approaches such as field visits; he 
observed that outdoor activities like field tours, projects and the invitation of guest 
speakers had some financial implications and the school management did not support 
those forms of study. Insisting on the type of challenges he faced, Amos lamented: 
As a geography teacher, I face serious challenges that hold back my progress in 
the implementation of learner-centred teaching approaches. There aren’t 
enough trips because of financial difficulties. My class is overcrowded; I teach 
classes of over 80 students. It is hard to let all learners share their lived 
experience in the construction of knowledge. 
According to Amos, he sometimes had to organise funding himself and the students 
something which was not perceived positively by the school management and the 
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students’ parents. The teacher argued that the classroom instructional context did not 
support effective implementation of LCT approaches. 
Summary of Amos’ descriptions 
Amos presented an understanding of LCT based on learners doing most of the 
instructional activities under the teacher’s guidance. According to Amos, teacher’s 
pedagogical decision-making processes in all stages needed to reflect students’ 
classroom activities based on the instructional objectives as guided by the syllabus. 
Amos’ teaching practices considered therefore such factors as: the instructional 
contents; teaching methods and resources; classroom capacity; and students’ 
classroom and outdoor activities. The teacher’s teaching practices varied from topic 
to topic consequently affecting the level of students’ involvement in the same way. 
Amos used teaching methods such as lecture, group discussion, individualised 
assignments and fieldtrips. His evaluation of classroom instruction was underpinned 
by students’ level of involvement in the classroom activities and their performance in 
the evaluation artefacts such as individual and group assignments, tests, terminal 
examinations and the quality of students’ project reports. The teacher perceived large 
classes, students’ lack of English proficiency and limited financing for fieldtrips 
challenged his effective implementation of LCT approaches. 
Description of case study five (Daniel) 
Case study five was of a teacher with four years of teaching experienced who held a 
Bachelor of Arts degree in education majoring in geography and political science. 
Daniel was assigned to teach geography in ordinary level classes and general studies 
in the advanced level classes. He had 32 geography lessons and 4 general studies 
lessons a week. In total, the teacher had a weekly teaching load of 36 instructional 
periods of 40 minutes each. The teacher was greatly concerned with his weekly 
teaching load which he experienced to be too big to facilitate effective classroom 
instructional practices.  
Teacher’s understanding of LCT approach 
Daniel’s understanding of LCT was underpinned by students taking charge of their 
learning through group discussion, question and answers, and doing some 
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individualised and group classroom tasks. According to the teacher, his role as a 
teacher was to guide students as they performed classroom activities.  
Following the question which sought to gain an understanding of LCT, Daniel 
asserted: 
To me, learner-centred teaching is when my students have enough time to 
discuss, ask and answer questions. It is when I guide them to construct the 
knowledge of the subject matter and getting their own prepared learning notes. 
With this approach, my students find things they learn more real and practical. 
Daniel’s thoughts about LCT centred on observing students doing more classroom 
activities in the teaching and learning process than the teacher did. According to him, 
it is only when students are engaged in the classroom activities that they can 
integrate their own prior knowledge in building new understandings of the subject 
matter topic. He believed that students’ prior knowledge about the topic was 
important in enhancing effective classroom discussion and in the performance of 
individual classroom tasks.  
Based on the findings, it appeared that the teacher’s understanding of LCT was 
multidimensional in that his understanding of LCT was reflected within the broader 
understanding of different variables about LCT approaches. Teacher’s 
understandings of LCT raised issues such as knowledge construction processes in a 
learner-centred classroom, the instructional environment, the role of both the teacher 
and students in the teaching and learning process and the teaching and learning 
methods and strategies.  
Teacher’s pedagogical reasoning during planning process vis-à-
vis LCT 
Findings from all research instruments reported Daniel’s planning of classroom 
instruction practices considered aspects such as: the topic of instruction and its 
instructional objectives; instructional resources available; teaching and learning 
methods and strategies; and the class sizes. The other instructional aspects 
considered included students’ classroom activities and instructional assessment tools. 
These pedagogical decision-making factors corresponded to those outlined in the 
geography syllabus. Augmenting his consideration of these factors, Daniel said 
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teaching needed to comply with the subject syllabus requirements. According to the 
teacher, both internal (school) and external (national) assessment of instructional 
practices were underpinned by students’ achievement based on the instructional 
objectives outlined in the subject syllabus. The teacher narrated that internal tests and 
term examinations, and the national examinations were developed across the topics 
in the subject syllabus. Students’ performance in those assessment tools determined 
teacher’s instructional effectiveness and thus the teacher modified his teaching 
accordingly.  
When asked what his considerations during planning of classroom instruction were, 
the teacher said: “during planning for classroom teaching, among other aspects, I 
consider the students classroom tasks, teaching and learning resources and facilities, 
and the teaching and learning methods.” 
According to Daniel, the instructional topic, the class size, and the availability of 
instructional resources determined both the teaching and learning methods to be used 
and the type of students’ classroom activities.  
Findings from the teacher’s portfolio review reported that all the schemes of work, 
lesson plans, action plans, and the teacher’s reflection on the lesson achievement 
were based on students’ achievement with regard to the subject syllabus 
requirements. For example, schemes of work stated what type of learning 
competencies needed to be enhanced to students, proposed the teaching and learning 
resources and instructional methods to be used, lesson planning reflected students’ 
needs in a collective manner- lesson objectives were stated as: “at the end of the 
lesson, students should understand the concept of water, importance of water and 
water management strategies.” 
Teacher’s action plans, bank of questions and students tasks were other aspects 
prepared based on the subject syllabus and expected instructional objectives of 
different subject’s topics. Based on the findings, it could be argued logically that 
teacher’s pedagogical decision-making during planning of classroom instruction 
depended on a range of instructional factors. Of most significance, is that, his 
instructional decision-making was strengthened by the mandated subject curriculum 
and syllabus requirements.  
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Teacher’s teaching practice vis-à-vis LCT beliefs 
Based on the findings from the interview sessions, classroom observation, and 
teacher’s teaching portfolio review, it was attested that Daniel’s teaching practices 
were flexible in nature. The teacher’s teaching practices changed with time, space, 
and across classroom instructional topics. His teaching orientation was dynamic in 
approaches from teacher-centred to student-centred. This dynamism in teaching 
approaches was experienced within a single subject topic and between topics. In his 
teaching practices, Daniel was observed applying instructional approaches such as: 
group discussion, question and answer, lecture methods, and provision of students’ 
individualised take home assignments.  
Daniel was observed in three classroom instruction sessions. In these sessions, he 
taught topics on: the importance of water for socio-economic development, the 
hydrological cycle, and water management strategies. The first lesson on the 
importance of water was facilitated using mostly group discussion and question and 
answer instructional approaches. The teacher used lecture method and in some 
intervals question and answers to teach topics on hydrological cycle and water 
management strategies. In the first two topics –the importance of water and the 
hydrological cycle, the teacher concluded the lessons by summarising important 
issues. In the third topic on water management strategies, the teacher ended the topic 
by providing students with an individualised take home assignment. The assignment 
required students to find out the types of water management strategies employed in 
their localities.  
In the first lesson for example, Daniel introduced the lesson following these 
procedures: 
(a) He outlined the instructional objectives which included building students’ 
understanding of the importance of water resources for economic 
development; 
(b) He formed eight discussion groups of approximately ten students each; 
(c) He distributed each group with an activity for discussion. He asked group 
members to appoint group leaders including chairperson and secretary. While 
the group chairman managed the discussion ensuring equal and fair 
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participation amongst the group participants, the secretary was in charge of 
taking summaries from the group contributions. The group was also 
responsible for appointing group representative for presentation of the 
discussion report. The group activities ranged from conceptualising water 
resources to identifying water resources, the importance of water resources, 
challenges hindering the effective harnessing of water resources for economic 
development, and the country’s future prospects of water resources; 
(d) He walked around the group seeming to facilitate group discussion as students 
discussed their assigned activities. Following the mini-interview designed to 
reflect on the classroom processes, the teacher accounted for his facilitation of 
group discussion aimed to clarify some students’ reflections guiding them 
towards the instructional objectives; 
(e) After 15 minutes of group discussion, the teacher invited group 
representatives to present their reports before the class. Each group was 
provided with three minutes for presentation; 
(f) The teacher invited students to reflect on each presentation. Volunteering 
students were given opportunity to contribute their thoughts either by asking 
or answering questions; 
(g) The teacher gave some more clarification about students’ reflection on the 
economic importance of water and its associated socio-cultural and political 
merits; and 
(h) The teacher summarised the lesson by accentuating the main ideas regarding 
the topic of water and its importance in socio-economic development. 
Generally, the classroom atmosphere was good. There was enough classroom 
interaction between the teacher and students and among students themselves. 
Through group discussion and reflection from the group presentation, many students 
shared their experiences of water resources and their socio-economic, cultural and 
political importance from their localities. The teacher provided students freedom to 
ask and answer questions about water resources. He made clarification of students’ 
reflection while strengthening their understanding of water resources from their 
localities. These interactive teaching approaches such as group discussion, questions 
and answers, and reflective practices made the class active and interesting. Unlike 
the first lesson, findings from the other two lessons demonstrated teacher’s 
181 
 
classroom dominance. The lecture method prevailed in most of classroom instruction 
time. It was only at some intervals and especially during introduction of the lesson 
when questions and answers were used to arouse students’ participation. 
In the session on the hydrological cycle, Daniel began the lesson using questions and 
answers in order to explore students’ prior understandings of the topic. He followed 
the following procedures: 
(a) He asked students questions about forms and processes of precipitation, 
relationships between water bodies, vegetation and hydrological cycle, and 
measurement and recording of precipitation data; 
(b) Daniel randomly appointed volunteering students to comment on what they 
understood about the processes in the hydrological cycle; and 
(c) Volunteering students described some hydrological cycle processes including 
evaporation, condensation, saturation, infiltration, percolation, and evapo-
transpiration.  
It was observed that some students volunteered sharing their experiences regarding 
the hydrological cycle. Students’ experience regarding the hydrological cycle was 
justified by the way they explained the concepts and showed the relationships 
between concepts and human activities. Students presented the relationships that 
exist between the concepts and human influence on the sustainability of the 
respective hydrological cycle processes. Sharing an understanding of the 
hydrological cycle, one student observed: 
There must be an interdependent nature of these hydrological cycle processes 
that sustain the cycle. My opinion is that in any process such as: evaporation; 
transpiration; condensation; and precipitation, man is responsible for change of 
these processes hence affecting the hydrological cycle.  
According to this student, human activities accelerated or inhibited the hydrological 
cycle processes and thus determined the nature of the hydrological cycle itself.  
Though students tried their best to share their experiences regarding water cycle, 
most of the volunteering students were unable to make clear and correct 
communication of their thoughts. This suggested students’ inability in the oral 
English language. It was also noted that when a student failed to find the relevant 
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terminology, the student had to code-switch and code-mix between English and 
Swahili in order to present his or her idea.  
The teacher narrated the importance of each component in the hydrological cycle 
using his notes added up by a diagram drawn in the manila paper hanging on the 
front wall of the class. Students observed and drew the diagram as part of their lesson 
summaries. 
Likewise, in the topic on water management strategies, the lesson seemed to be one 
directional- teacher-centred in practice.  
(a) Daniel introduced the lesson by outlining some water management strategies 
which included: introduction of water management regimes, agro-forests 
practices, water management agricultural techniques such as zero grazing, 
organic cultivation, and sedentary cultivation. He insisted to the students that 
those were issues students needed to understand in that instruction period. 
Students jotted down the instructional objectives as they listened to the 
teacher; 
(b) Guided by lesson notes, the teacher explained all the aspects regarding water 
management strategies; 
(c) At some intervals in the lesson, Daniel asked students some questions in 
order to assess their understanding on the subject matter; 
(d) The volunteering students shared their experiences about water management 
strategies followed in their localities. They mentioned strategies such as: the 
introduction of bylaws about land and water use, land use planning for 
settlement, agriculture including livestock keeping, and reserve areas. Other 
water management strategies included: afforestation, and avoidance of 
cultivation and grazing along river basin and water catchment areas, and 
introduction of water user fees; 
(e) Daniel narrated all aspects of water management strategies before he 
provided students with an individualised take home assignment. This 
assignment asked students to identify water management approaches adapted 
from their communities.  
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Classroom observation findings were supplemented by those collected through 
interviews and teacher’s teaching portfolio review. When asked how the teacher 
perceived LCT, Daniel noted: “it is approach which takes a lot of time. With our 
teaching and learning environment, relying on learner-centred teaching methods 
makes very difficult completing the curriculum within time frame.” The teacher had 
the view that the syllabus was too overloaded to be covered within the specified time. 
He experienced that he sometimes had to use extra time especially during night hours 
just to ensure students covered the main topics according to the national 
examinations set up. According to the teacher, using LCT required more time and 
depended on the availability of instructional resources which according to the teacher 
were very scarce. When asked how he applied learner-centred approaches in those 
instructional contexts, the teacher stated: “I provide my students with specific 
activities to work on by themselves either individually or in groups. I monitor each 
individual and groups to make sure the learning objectives are met”. 
According to the teacher, he was concerned with ensuring that all students grasped 
the instructional objectives as guided by the syllabus.   
Teacher’s evaluation of classroom instructional practices vis-à-vis 
LCT 
According to Daniel, his efficiency and effectiveness in the classroom instruction 
was determined by students’ performance in the respective subject topics in 
particular and general performance in the subject. The teacher’s evaluation of 
classroom instruction involved assessment of students’ involvement in discussion 
groups, the level of sharing their experiences about the subject topics, students’ 
ability to ask reflective questions and answer questions logically, and students’ 
performance in tests and individualised take home assignments. The teacher shared 
that his instructional practices were reflected in students’ change of behaviour in 
their learning processes as proposed by the subject syllabus. He commented that it 
was necessary to ensure that the instructional objectives were met by students. 
According to Daniel, his evaluation thus needed to be tailored to that course.   
When asked how he evaluated his classroom instructional practices, Daniel observed: 
“I use questions and answers; I provide assignments and tests with immediate 
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feedback”. The teacher reacted to the similar question which asked how he assessed 
the achievement of his classroom instruction that: “I assess my success in the 
teaching processes by examining students’ performance on tasks given and their 
ability to theorise and recall the formal tasks provided”. 
The kind of teacher’s assessment of his classroom instruction practices implied that 
students’ involvement and performance in the subject topics formed the teacher’s 
underpinning assessment criteria. The teacher explained that before he could make 
classroom instructional decisions for the topic, he first identified student instructional 
needs. According to Daniel he diagnosed students’ instructional needs by 
administering questionnaires and interview checklists to students to find out the 
difficulty areas. He also assigned tests and checked students’ feedback regarding the 
subject matter.  
Findings from the classroom observation supported those from the interview 
sessions. During presentation of instructional topics, it was observed that Daniel 
alternated between instructional approaches from lecture method to questions and 
answers, group discussion, and provision of some supervised classroom tasks. Daniel 
sometimes concluded the topic by assigning students with individualised take home 
assignments. According to the teacher, he used students’ feedback from these 
assignments to assess and shape his classroom instruction processes accordingly. The 
same evaluation approach was also attested by findings from the teacher’s teaching 
portfolio. Portfolio findings such as schemes of work and lesson plans presented 
different types of learning competencies that were facilitated to students. Classroom 
instructional objectives were stated in the lesson plans as follows: “At the end of the 
lesson, students should understand the concept of water, importance of water and 
water management strategies”. 
This meant that the teacher’s instructional effectiveness was examined with respect 
to students’ conception of water, its importance and management strategies. This was 
also the reason why teachers’ reflection on the lesson achievement based on 
students’ performance on the classroom tasks, individual assignments, weekly tests 
and their overall involvement in the instructional processes. 
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Opportunities in the implementation of LCT approach 
Based on the research findings, Daniel’s extensive experience and mastery of both 
the concepts and principles, and the pedagogical aspects of the subject formed one 
among the instructional opportunities necessary for implementation of LCT 
approaches. According to interview schedules, the teacher presented a depth of 
understanding of the subject matter. He demonstrated how he linked examples of 
geographical phenomena across subject disciplines. According to the teacher 
providing students with case studies and examples across different subject disciplines 
facilitated students’ better understanding of the subject and ability to associate and 
transfer knowledge from one subject to another. The teacher also showed his 
understanding of LCT and how he ought to facilitate it. He stated that different from 
the teacher-centred teaching, in LCT, the teacher needed to provide students with 
learning autonomy where students had to take charge of their learning under the 
teacher’s facilitation.  
Challenges in the implementation of LCT approach 
Daniel’s teaching practices were challenged by some factors including shortage of 
geography teachers, lack of teaching resources and facilities, students’ inefficiency in 
spoken English, and classroom overpopulation. The teacher explained that due to 
shortage of geography teachers, he had a big weekly teaching load which affected his 
pedagogical decision-making processes and practices. He asserted that the big 
teaching load he had did not only affect his pedagogical decision-making and 
practices but also affected the planning for and preparation of instructional resources 
and outdoor activities. According to the teacher, he always taught large classes of up 
to 90 students. The teacher experienced that it was very difficult to engage every 
student in the instructional processes let alone the fact that the school had acute 
shortage of instructional resources and facilities. In his own words, Daniel lamented:  
My class is too big to allow to follow-up with each student. There are also 
scarce teaching and learning resources and facilities such as textbooks, 
geography laboratory equipment as well as teaching and learning models. As 
such, I have sometimes to improvise the teaching and learning models from the 
surrounding environment. This is a very time consuming activity. 
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Daniel experienced such a classroom instructional environment as posing a big 
challenge in his pedagogical decision-making and instructional processes. According 
to the teacher he had to choose either implementing LCT while risking timely 
completion of the subject syllabus or otherwise, employing teacher-centred 
instructional approaches ensuring that the syllabus and its instructional objectives 
were addressed accordingly. The teacher observed that it was shame for a teacher 
whose students failed the national examinations just because the teacher did not 
finish the syllabus in time. He pointed that every teacher’s target was to ensure 
he/she complete the syllabus in some months before students set for their 
examinations. Timely completion of the syllabus made teachers get enough time for 
revision especially in the difficult instructional topics. 
Another critical instructional challenge was the observed students’ lack of English 
proficiency especially spoken English. Students’ inability was experienced when the 
teacher used a question and answer approach to provoke students’ understanding of 
the hydrological cycle and its processes. Though many students volunteered to 
reflect on the processes, many of these students seemed to struggle presenting clear 
and correct communication of their thoughts. Students spent some minutes searching 
for the right expressions to share their ideas. It was also found that a student code-
switched or code-mixed between English and Swahili in order to make clear what 
he/she wanted to say.  
Summary of Daniel’s descriptions 
Daniel’s understanding of LCT was reflected within the broader understanding of 
different variables about LCT approaches. The teacher’s understanding of LCT 
raised issues such as students’ knowledge construction, the instructional 
environment, the role of both the teacher and students in the teaching process and the 
instructional methods and strategies. Daniel’s pedagogical decision-making during 
planning considered factors such as the instructional contents, instructional resources 
and facilities, classroom capacity and students’ classroom activities. Other 
pedagogical issues included instructional methods and objectives as directed by the 
subject syllabus. The teacher’s teaching practices changed from topic to topic and 
depended on the class level and size. His teaching orientation was therefore dynamic 
in approaches from teacher-centred to student-centred. He mostly applied 
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instructional approaches such as lecture methods, question and answers, and 
provision of individualised take home assignments. He sometimes used group 
discussion methods to influence students’ involvement in the teaching practices. 
Regarding teacher’s evaluation of classroom instructional practices, the teacher 
reported to focus on the students’ achievement of instructional objectives as per 
syllabus guideline. He used evaluation tools such as assignments, tests, and term 
examinations. He also assessed classroom instruction based on the level of students’ 
participation in the classroom activities. Daniel however was concerned with the 
acute shortage of teachers, teaching and learning resources including the computers 
and internet facilities, lack of text and reference books and inadequate infrastructure 
such classrooms. 
Description of case study six (Frida) 
Case study six included a female teacher with four years of teaching experience in 
both geography and history. Frida had a Bachelor of Arts degree in Eeducation 
majoring in geography and history. According to the teacher, she was assigned to 
teach both geography and history in the ordinary level classes. She had a total of 48 
classroom instructional periods weekly teaching load. She was assigned 32 
geography periods and 16 history periods. According to the teacher, she liked 
applying LCT in the classroom instructional processes. The teacher commented that 
LCT involved the teaching methods that positioned the learner at the centre of 
classroom instruction. She reported that teaching ought to integrate learners’ 
experiences by actively involving students in the teaching processes.  
Teacher’s understandings of LCT approach 
Frida understood LCT as a teaching approach whose teaching and learning is 
directed to the student. The teacher believed that in learner-centred teaching, 
teacher’s teaching practices needed to be directed towards achievement of the 
specific instructional objectives identified in the subject syllabus and thus the lesson 
plan.  
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In her own words, Frida presented her understanding of learner-centred teaching as: 
Learner-centred teaching is teaching methods that place students at the centre 
of classroom instruction by involving learners in the teaching and learning 
processes. But with the nature of my classes and unavailability of learning 
resources I prefer using direct instruction because it saves time and I meet my 
curriculum objectives in time. 
 
Frida’s perception of LCT implied that understanding and implementation of LCT 
approach was determined by multiple factors. These factors according to the teacher 
may include: teacher’s teaching load, teaching and learning resources and facilities, 
subject syllabus instructional time, classroom activities, instructional assessment 
tools, and consideration of class sizes. Based on the teacher’s perception and 
experience, these factors seemed to be vital in the understanding and implementation 
of LCT approaches.  
Teacher’s pedagogical reasoning during the planning process vis-
à-vis LCT 
Based on the findings, it was noted that Frida’s decision-making during planning for 
classroom instruction was determined mainly by the subject syllabus guidelines and 
the students’ learning needs. Frida’s instructional decision-making considered the 
pedagogical content knowledge aspects as outlined in the syllabus. These 
pedagogical content knowledge aspects included: the instructional topic and its 
objectives, instructional methods and resources, both teacher and students’ classroom 
activities, and the instructional assessment methods.  
According to Frida, she had to think about each topic of instruction in a diverse way. 
She reported that in each instructional topic, the syllabus outlined the expected 
students’ learning competencies to be achieved. The learning competencies 
according to the teacher formed the instructional objectives of that particular topic. 
The teacher pointed out that given the class size, the instructional topic among other 
aspects determined the instructional resources and instructional methods and 
strategies. However, according to the teacher, the syllabus proposed the instructional 
methods, strategies and resources for each instructional topic. The teacher accounted 
that each instructional topic varied in terms of content and thus the type of teaching 
methods and resources supposedly to be applied. The teacher further commented that 
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it was the instructional topic and instructional methods and resources which 
eventually determined teacher’s and students’ classroom activities. When asked her 
consideration during planning for classroom instruction, the teacher very briefly 
asserted: “I consider teaching and learning resources as well as students’ classroom 
tasks such as assignments and tests”. 
The teacher however, was concerned with teaching in large classes suggesting that it 
was hard to think about the classroom activities which would attract the active 
involvement of all students. Frida pointed out that due to larger classes she ended up 
designing large classroom tasks whose close follow up and management was not 
effective. According to the teacher, she had sometimes to think about individualised 
take home assignments which when implemented, took a long time to mark and get 
feedback to students.  
Teacher’s teaching practice vis-à-vis LCT beliefs 
Findings regarding Frida’s teaching practices suggested her mastery of geography 
concepts and principles than the pedagogical component of the subject. During 
classroom observations, the teacher facilitated three different topics including: 
Factors influencing agricultural development in East Africa, farming systems 
practiced in East Africa, and forestry in East Africa. Based on the findings from all 
research instruments, it was evident that the teacher had a good grounding of the 
subject knowledge. This was justified by the way she thought about and practiced 
teaching the subject by integrating knowledge from across disciplines taking 
examples from different communities.  
Frida’s teaching practices though dictated by teacher-centred approaches were 
associated by multiple examples from across disciplines and communities. She 
provided examples of agricultural development, farming systems, and forestry 
activities and their impact on socio-economic, cultural, and political development 
from Tanzania’s context, East African and African regions, and at the global level. 
She linked these topics and other topics such as population, settlement and 
urbanisation, land use management, and industrialisation. This kind of teaching made 
students attentively jot down some ideas presumed significant. The teacher most 
preferred lecture method, questions and answers, and it was in one lesson where she 
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employed group discussion approach. However, when interviewed, the teacher 
suggested using multiple pedagogical approaches. Apart from the mentioned one, 
other teaching approaches included involving students in site visits, project activities, 
and take home assignments.  
Facilitating the topic on the factors influencing agricultural development in East 
Africa, the teacher presented the topic under the following procedures: 
(a) Frida commenced the lesson by asking general questions regarding 
agriculture in East Africa. She asked questions such as: who can explain to us 
what agriculture is all about?; what kind of agricultural activities are you and 
your parents involved in?; how does your family benefit from agricultural 
activities?; which among the crops that you have mentioned constitute the 
cash crops?; and what benefit do we get from cash crops and livestock 
keeping?; 
(b) Volunteering students responded to some questions. Students’ reflections 
from those questions suggested their diverse understanding of agricultural 
activities. In their reflections, students mentioned agricultural activities such 
as; peasant farming, livestock keeping, and growing some cash crops such as 
coffee, tea, rice, pyrethrum, and so on. According to students, they got food, 
money, and built houses from what they harvested; 
(c) Frida explained more students’ responses. The teacher then informed the 
students that they were going to discuss the factors that influence agricultural 
development in East Africa. These factors constituted the following: 
ecological factors, human factors, and economic situation; 
(d) The teacher facilitated students to form three groups of 34 students each; 
(e) She let each group discuss one aspect amongst the three factors affecting 
agricultural development in East Africa; 
(f) The teacher walked around the groups assisting students as they discussed; 
(g) After 20 minutes of group discussion, one representative from each group 
presented what they discussed. Issues such as land, climate, labour, capital, 
technological, and support services, and the national and international 
markets for agricultural products constituted students’ observations in their 
discussion; 
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(h) Frida clarified students’ presentations using the prepared notes and subject 
textbook. She provided some examples of agricultural activities conducted in 
East Africa and the world at large. She gave examples of how cash crops such 
as tobacco, coffee, tea, rice, sorghum, pyrethrum, cotton and sisal boosted the 
socio-economic development of the respective countries. The teacher 
explained also how land, climate, labour, capital, technology, and support 
services, and the national and international markets for agricultural products 
affected both positively and negatively the agricultural development in East 
Africa and thus affecting the economies of the respective countries; and 
(i) She concluded the lesson by instructing students to read more of the 
Geography Course Book for Secondary Schools, Book four pages. 85-90.  
During discussion, the researcher experienced a lot of noises from students. This was 
thought to be accelerated by larger groups which stopped some students from 
concentrating on the discussion. It was apparent that some students did not 
participate effectively in the discussion. The noises made could not provide group 
atmosphere for listening and understanding between and amongst students. 
In the second observation session, Frida taught the topic on the common farming 
systems in East Africa. She observed the following procedures: 
(a) She introduced the topic by telling students what they were going to discuss- 
the common farming systems practiced in East Africa. These farming systems 
included shifting, semi-shifting (semi-sedentary), sedentary cultivation 
(Arable farming systems), total nomadism, stationary/zero grazing animal 
husbandry, semi-nomadism, and transhumance (pastoral farming systems); 
(b) Using questions and answers, Frida asked students what they knew regarding 
each agricultural pattern or farming system. She asked students who wanted 
to volunteer to share what they knew about farming systems to raise their 
hands up so that she could appoint them; 
(c) Frida randomly invited those who raised their hands up to provide their 
experiences. About 40 students out of 65 reflected the different types of 
farming systems and mentioned the tribes involved in each farming system; 
and 
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(d) The teacher further explained about the topic giving additional examples 
especially based on the reasons why those tribes differed in the agricultural 
activities and the reasons why they were involved in the specific farming 
system and not others. 
Following this observation, when the teacher gave students opportunities to share 
their experiences, students engaged effectively in answering and asking questions. 
Students reflected the subject matter from diverse experiences. Students’ reflections 
suggested their deeper exposure and understanding of the farming systems practiced 
in East Africa. A few students did not volunteer in answering or asking questions. 
These students did not respond to either the teacher or their peers’ questions even 
when the teacher required them to share their thoughts. The teacher concluded the 
topic by clarifying students’ responses using examples from across farming systems. 
It was evident that the teacher had a good grounding of the subject topic. The 
questions that she asked and the way she was justifying a particular farming system 
motivated students to get actively involved in the instructional process. 
The last classroom observation was on the forestry topic. Frida began the topic by: 
(a)  Asking students what they knew regarding forestry in general. She asked 
students to link the forestry activities with the economic development in the 
East African countries; 
(b) As she clarified students’ reflections, Frida insisted that forestry in East 
Africa included all the activities related to the establishment in the case of 
human-planted forests, development and exploitation of forests. She also 
noted that the area covered by high forests in East Africa was very small. She 
gave an estimation of 4.2 percent of the total land surface of the East African 
region while over one third of the whole region being under miombo 
woodlands; 
(c) The teacher ended the lesson asking students to start reading and discussing 
about the fisheries industry as it was the next classroom instructional topic. 
The classroom instruction was characterised by direct instruction and question and 
answers instruction approaches. The teacher dominated the talk while students were 
rarely involved in the instructional processes. Students were only invited to respond 
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to some questions that were posed by the teacher. The teacher narrated the subject 
content and asked students to write down the main issues aroused by the subject 
topic. She instructed students to think about the uses of forests in a diverse way. The 
teacher noted some of the uses of forests such as: for domestic purposes as fire wood, 
charcoal; construction materials such as poles, lumbering activities; wildlife 
dwellings and improvement of biodiversity; holding of recreation activities; and 
facilitating administration of some cultural myths.   
Frida experienced that group discussion, questions and answers as well as field visits 
made her students more active in class. According to the teacher, field visits helped 
students learn by seeing hence building an everlasting memory. The teacher 
presented that due to overcrowding of classrooms and lack of enough teaching and 
learning resources, she employed mostly lecture method and questions and answers 
teaching approaches. She asserted that depending on the nature of the topic, she 
sometimes used group discussion method, if that was the case; she considered the 
group sizes which were always big. She was much concerned that employing LCT 
could lead to failure in completing the syllabus in time. According the teacher, it was 
necessary to complete the syllabus in order for the students to do well in their 
examinations that was the mission of each subject department and the school in 
general. 
The teacher’s portfolio review suggested schemes of work and lesson plans were 
prepared based on the subject syllabus  requirement- what type of learning 
competencies ought to be enhanced to students, use of the proposed teaching and 
learning facilities and utilisation of the assigned time and the application of the 
proposed teaching and learning methods. 
Teacher’s evaluation of classroom instructional practices vis-à-vis 
LCT 
Findings showed Frida’s evaluation of classroom instruction was based on what went 
on amongst students. According to the teacher, students’ academic progress informed 
how effective her instructional practices were. The teacher suggested that based on 
students’ instructional progress, she was flexible in her pedagogical decision-making 
process in order to enhance effective instructional practices. Responding to interview 
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questions, the teacher seemed to prefer most of the question and answers techniques 
to individualised and group assignments to probe students’ understanding of different 
concepts and principles of the subject. Her preference for question and answers 
method was also seen during classroom observation. As she lectured a particular 
topic, the teacher asked questions: understood, or any questions so far? Some 
students replied ‘yes’ others ‘no’, and then the teacher asked any student to clarify 
the respective concept. Students who needed some more clarification about a 
particular aspect raised their hands up and the teacher gave them chance to ask or say 
what they wanted to share. Thereafter, the teacher either explained the concept or 
asked another student to reflect on the question. Sometimes the teacher used 
diagrams to explain more about the concept or asked a different question to the same 
student in a way of letting him or her connect his/her thought with what he/she 
wanted to know more from the respective concepts. According to the teacher, 
students determined her instructional practices from time to time. The teacher 
experienced that it was much easier to administer question and answers during the 
classroom instruction than it was for group discussion and individualised 
assignments. She observed that when she opted for group discussion and individual 
assignment it took a lot of time to assess students’ feedback. The teacher suggested 
using private time for marking students’ assignments which she hardly managed. She 
also commented that management of group discussion in an overcrowded class was 
also a difficult task she faced. As such she would rather opt for question and answers 
method which was simple and provided timely instructional feedback. When asked 
how she evaluated her classroom instruction practices, Frida stated: “I provide 
assignments and test my students and search for feedback”.  
Frida added that she assessed the achievement of her classroom instruction based on 
students’ ability to reflect on the subject concepts and principles, their performance 
on assignments, tests, midterm, terminal, and annual examinations. This implied that 
the teacher’s instructional assessment was influenced by the students’ academic 
progress in the subject. As from the interview and classroom observation, the 
teacher’s teaching portfolio demonstrated also some evidences of teacher’s 
evaluation of her classroom instructional practices. Findings from the teacher’s 
portfolio review showed her evaluation of classroom instruction based on students’ 
acquisition of instructional competencies from every instructional topic.  
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Teacher’s teaching portfolio stated instructional competencies as, at the end of the 
lesson: 
students should demonstrate understanding of the concept of agriculture, 
factors influencing the development of agriculture in East Africa, the farming 
systems in East Africa and be able to describe the types of forests found in East 
Africa and locate different types of forests in East Africa. The students should 
also be able to state the uses of forests based on practical examples from their 
localities. 
It was evident that teacher’s reflection on her classroom instruction and lesson 
achievement was based on students’ performance across a range of classroom and 
outdoor activities as guided by the subject syllabus. 
Opportunities in the implementation of LCT approach 
The study considered the teacher’s academic and professional qualification, her 
understanding of LCT, students’ existing knowledge of instructional topics, and 
instructional context as important enablers for effective learner-centred instructional 
practices. The findings demonstrated the teacher’s wealth in both comprehension of 
the subject’s concepts and principles and the pedagogical aspects of the subject. 
Frida demonstrated also extensive teaching experience in secondary schooling. It was 
expected that utilisation of her instructional experience and knowledge of both the 
subject matter and its pedagogical component could have demonstrated effective 
implementation of LCT approaches. Contrary to this the teacher employed direct 
teaching approaches in most of her instructional practices. 
Challenges in the implementation of LCT approach 
As outlined above, Frida’s teaching practices presented different issues which 
seemed to challenge her instructional practices. When asked whether she faced some 
challenging factors in her pedagogical decision-making processes and instructional 
practices the teacher stated: “The class size is too big, no modern teaching facilities 
such as audio-visual, internet connection, projectors as well as textbooks to facilitate 
effective students’ classroom interaction in the teaching processes”. 
Based on the teacher’s teaching experience and her professional practices, she 
experienced difficulties engaging students in the classroom instructional processes 
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where students were highly populated and there were no supporting instructional 
facilities and resources. The teacher reiterated that when she organised classroom 
group activities, she ended up having too large groups which were difficult to 
manage and provide adequate guidance and supervision. Teaching in large classes 
was also evidenced during classroom observations.  
Summary of Frida’s descriptions 
Frida understood LCT as a teaching approach where students become the focus of 
teacher’s teaching practices. The teacher’s pedagogical decision-making was 
therefore determined by the students’ instructional needs as per the syllabus 
guidelines. Teacher’s teaching practices however, suggested more mastery of 
concepts and principles of geography than the subject pedagogical component. Based 
on the findings, teacher’s evaluation of classroom instruction was reflected by 
students’ academic progress. The teacher experienced some pedagogical challenges 
such as teaching in large classes, lack of modern instructional facilities and 
resources- computer aided facilities, references and textbooks.  
Research site two findings description summary 
Based on the research findings, all three case studies presented a similar 
understanding of what is meant by an LCT approach. Amos, Daniel and Frida 
described LCT as an approach which involves students in the instructional practices. 
It was noted however that teachers’ understanding of LCT presented deviations as 
regard to classroom instructional practices based on a constructivist view of 
knowledge. Case studies had different views regarding the constructivist view of 
knowledge which consequently affected their pedagogical decision-making. 
Nevertheless, findings reported teachers’ teaching practices were underpinned by 
similar aspects. These aspects included the subject syllabus; instructional methods, 
resources and facilities; students’ class levels and class sizes; English as the medium 
of instruction; and classroom activities. Other instructional aspects that underpinned 
teachers’ practices included: instructional time and the need to consider and integrate 
students’ prior knowledge in instructional practices. Evaluation of classroom 
instruction though varied slightly from teacher to teacher, it was evident that 
students’ achievement in the instructional objectives formed teachers’ central 
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evaluation criteria. However, case studies were sceptical regarding effective 
implementation of LCT considering the nature of curriculum and instructional 
context which according to them did not favour students’ active participation in the 
instructional processes. According to the findings, case studies and students were 
dispossessed from the curriculum and curriculum materials and thus affected 
adversely its implementation based on LCT approaches. 
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Contextual description of research site three 
Research site three was comprised of one of the privately owned secondary schools 
in the Iringa region. It is a boarding school serving about 700 students in total 
including both ordinary and advanced level students. The school had well-organised 
management with each department serving its own specific activities. Departmental 
management ranged from administrative, academic affairs, estate, sports and 
recreation, students’ accommodation and discipline. The researcher learned that the 
school management priority was to enhance a friendly learning environment by 
providing teachers and students with the necessary teaching resources and facilities. 
The school had a well-established library and computer laboratory where teachers 
and students conducted their private preparations and students performed group and 
individualised projects. The research site had a well-established daily timetable for 
students which showed a range of classroom and outdoor activities including 
performing take home assignments, projects, participating in school self-reliance 
activities such as gardening. Students were involved in other outdoor activities such 
as sports and games and undertaking general school cleanliness. From 8-10.30 every 
night, students attended private studies before they went to sleep. Teachers on duty 
monitored students’ attendance and students’ concentration during their preparations.  
Students at research site three were recruited from all regions in the country. 
Research site three had about 500 ordinary level students with approximately 125 
students in each year. The research site had 4 geography teachers with 11, 9, 5 and 3 
years’ of experience respectively. However, for the purpose of the study, only three 
teachers were involved. These were Steven, Heri and Gregory.  
Description of case study seven (Steven) 
Steven had 11 years of teaching experience in geography. He had been teaching in 
both private and public schools. He reported that private schools were more 
resourced than public schools. The teacher shared that teaching in more than five 
private schools he learned that those schools had more teaching resources than 
publicly owned schools. The teacher reported that three out of five schools had well-
established computer rooms with internet facilities, and school management utilised 
teachers effectively. He experienced that public teachers get their full monthly 
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salaries whether they teach all the assigned lessons and accomplish other 
responsibilities or not. Unlike government teachers, private teachers were only paid 
for the worked days unless there was an exceptional reason. The teacher reported that 
in private schools, school management made a close follow up on teachers and 
students’ teaching practices which was different from what he experienced at public 
schools. He experienced that due to effective school management and follow up on 
teaching and students’ discipline in private schools, many students in private schools 
concentrated on their studies unlike those in public schools where teachers and 
students were not closely monitored. As a result, many private schools outperformed 
public schools in most of the national examinations.   
Teacher’s understandings of LCT approach 
Steven described LCT as a teaching approach which focuses on involving students in 
the teaching processes. Unlike the teacher-centred approach where the teacher 
becomes the only source of knowledge at the expense of students’ experiences, in 
LCT, students are given opportunity to share their life experience regarding specific 
topics. He went further describing that in LCT, students acquired instructional 
responsibilities through participatory teaching methods. According to the teacher, the 
teacher’s role in LCT was that of guidance and facilitation in order to direct students’ 
discussions towards achievement of instructional objectives as per the syllabus 
guidelines. Steven mentioned the common instructional methods in LCT practices. 
These methods included the use of Socratic teaching methods, discovery methods, 
group discussion, students’ demonstration and individualised assignments. He 
reported that when participatory methods are well utilised, students participate 
actively in the teaching processes through integration of their experiences 
consequently building instructional competencies in the respective topics.  
Teacher’s pedagogical reasoning during planning process vis-à-
vis LCT beliefs 
Findings suggested Steven’s pedagogical decision-making during planning reflected 
his desire for students to participate in the knowledge construction process, students’ 
building of instructional competencies and achievement of instructional objectives as 
per subject the syllabus guidelines. The teacher reported to think about how students 
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would achieve instructional competencies which specified the abilities expected to be 
attained. He shared that he was keen to ensure instructional decision-making 
reflected the instructional topics and specific objectives as guided by the syllabus. In 
order to plan classroom instruction effectively, the teacher considered instructional 
resources and methods, instructional strategies and techniques, and students’ 
classroom activities. According to Steven, such pedagogical aspects were critical as 
they determined the extent of students’ participation in teaching and thus in the 
construction of knowledge. 
Steven’s consideration during planning for classroom instructional was also attested 
by his teaching portfolio. The researcher noted how the teacher stated instructional 
objectives such that planning reflected students’ needs in a collective group and not 
on an individual level. For example, based on the teacher’s lesson plans, instructional 
objectives were stated as: at the end of the lesson, students should understand:“the 
hydrological cycle; list and explain the hydrological cycle components; and explain 
the role of water bodies and vegetation in the evaporation process” 
Moreover, Steven’s teaching portfolio suggested his lesson plans were prepared 
based on subject syllabus requirements, such as, what type of learning competencies 
needed to be enhanced, the use of proposed teaching and learning  facilities and 
utilisation of assigned time and application of proposed teaching and learning 
methods.    
Steven reported his pedagogical decision-making focused on consolidating and 
broadening students’ scope of knowledge, skills and attitude acquisition. He 
emphasised his focus regarding pedagogical decision-making during planning for 
classroom instruction observing that: “when making instructional decisions, my main 
concern is to support students in the knowledge construction and acquisition 
processes”. 
Steven believed that, students acquired instructional competencies only when given 
chances to reflect on the subject matter using participatory approaches under the 
teacher’s appropriate guidance and facilitation. 
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Teacher’s teaching practices vis-à-vis LCT beliefs 
Steven reported that he employed participatory methods such as brainstorming, 
questions and answers, inquiry, field visits, panel discussions, debates, and 
discussion groups in order to influence students’ knowledge construction. 
According to Steven, during classroom processes, he organised students in such a 
way that students were flexible with any instructional method that he and the 
students decided to use. The teacher suggested that before the start of the lesson, he 
arranged students in proper seating where he was able to easily group students and 
identify students by name. He explained that depending on the instructional topic, he 
would always begin his lesson by presenting the topic based on guiding questions. 
According to Steven, he normally asked students to reflect on the respective 
questions based on their existing prior knowledge. Students in either groups or on an 
individual basis discussed the questions and his guidance. According to Steven, when 
students on their own or in groups worked on specific tasks by discovering 
knowledge by themselves through reflection, reading and practices, the level of 
classroom concentration was higher and students acquired longer lasting memory on 
the respective instructional topics. During discussion or subject debates, students 
presented acquisition of language communication skills and specific instructional 
competencies. 
Classroom observations attested to Steven’s use of question and answers methods 
and instructional models such as globes showing world distribution of water bodies 
and vegetation. Steven’s lesson presentation followed the following procedures: 
(a) Asking students to reflect on specific instructional aspect such as role of solar 
energy in the hydrological cycle; 
(b) Randomly appointing students to reflect on specific instructional aspects 
based on those who volunteered by raising their hands; 
(c) Clarifications of students’ reflections by the use of diagrams drawn on the 
blackboard and the globe; and 
(d) Providing students with individualised take home assignments. The 
assignments included questions designed across aspects within the taught 
instructional topic. 
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The researcher experienced the teacher’s effective management and organisation of 
classes such that many students participated actively in the lessons. Steven composed 
questions which encouraged students to think and apply their existing knowledge in 
making sense of the specific subject topics. He asked questions such as why is the 
hydrological cycle a circular process? How is solar energy important in the 
hydrological cycle? What examples from your daily activities reflect the 
hydrological cycle? The researcher observed many students volunteering to reflect 
on the questions. Students’ reflection on teacher’s questions suggested their abilities 
to connect their relevant experience on the respective instructional topics. Students’ 
reflection regarding the hydrological cycle based on the relationships that exist 
among different hydrological components and processes such as water bodies, 
vegetation, solar energy, evaporation and human activities. Based on classroom 
observation, it was evident that not all students participated equally in the 
instructional processes. The researcher viewed the nature of students’ involvement 
was partly influenced by the large class sizes and students lack of English. Students 
struggled to make sense of their thoughts as they could not find proper vocabularies. 
Moreover, not all students volunteered to respond or ask questions of their fellow 
students or teacher.  
Steven accounted that he faced instructional challenges which hindered effective 
participation in the teaching processes by all students. He mentioned instructional 
challenges including teaching in inclusive classrooms where both students without 
disabilities and disabled students were combined in one class. According to Steven, it 
was challenging to facilitate classroom instruction in classes where the non-disabled 
students were taught together with the deaf, blind and the mute. Other instructional 
challenges Steven faced included lack of appropriate geography teaching resources 
such as survey equipment, text and reference books and teaching in substandard 
classroom buildings with limited ventilation and scratched blackboards. He added 
that the geography syllabus was composed of incompatible topics and some authors 
presented contradicting ideas on similar or same concepts. Steven mentioned the 
contradiction on the topic of “structure of the earth” and its layers stating: “regarding 
the outer space of the earth i.e. the atmosphere, some geographers argue that it has no 
name since it is not part of the earth, other scholars say it is part of the earth’s 
structure”. 
203 
 
 
Steven reported the misconception to complicate the teacher’s and students’ 
conception of some geographical concepts and principles consequently affecting 
students’ construction of knowledge.  
Teacher’s evaluation of classroom instructional practices vis-à-vis 
LCT 
Findings showed Steven’s consideration, among other pedagogical aspects of 
students’ performance in the instructional objectives. The teacher presented the use 
of different questions across instructional topics to assess if students’ reflections on 
those questions demonstrated some evidence of knowledge acquisition according to 
the instructional objectives. Presenting his pedagogical assessment criteria, he noted: 
“I assess the achievement of the intended learning outcomes among the learners”. 
Steven mentioned strategies he used to assess instructional practices to include: 
(a) Diagnosing students’ understanding of specific instructional topics; 
(b) Assessing students’ achievement of learning outcomes; 
(c) Asking students to judge the value of instructional resources used; 
(d) Asking students different questions based on psychomotor, cognitive and 
affective domains in order to examine students’ level of understanding of the 
respective pedagogical aspects; and  
(e) By looking at students’ facial expressions. 
Steven shared that he was keen to ensure students understood all instructional aspects 
as directed by the syllabus. He reported to prepare evaluation artefacts around 
aspects of instructional topics. According to the teacher, evaluation tools included 
oral questions and answers, students’ demonstration of some pedagogical topics, 
students’ level of involvement in group based activities and performance in take 
home assignments. The teacher noted that evaluation of classroom instruction 
focused on assessing students’ ability to demonstrate instructional competencies on 
each instructional topic as per the syllabus requirements. He mentioned instructional 
competencies that students needed to acquire to include: describing, explaining, 
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assessing, critiquing, demonstrating, comparing and contrasting some geographical 
phenomena. 
Steven added that students’ facial impressions informed him as to whether the 
subject topic had been understood. Depending on the evaluation feedback, he had to 
modify the instructional approach in a manner that students understood the lesson in 
accordance with the instructional objectives. The teacher stressed about students’ 
facial expressions stating that: “students’ facial expressions with glittering eyes can 
tell me if students understood the concept or not”  
Steven’s evaluation methods of classroom instructional practices were also attested 
by his teaching portfolio such as the syllabus, schemes of work, lesson plans and 
lesson notes. For example, his teaching portfolio suggested the type of instructional 
competencies that students were expected to learn and proposed the instructional 
resources and methods to be used in every instructional topic. Steven’s evaluation of 
classroom instruction was based on students’ performance in the classroom tasks, 
individual assignments, and weekly tests. For example, Steven’s evaluation of 
classroom instruction stated: “the lesson was understood by 75 percent of students. 
This is because students participated well in the lesson by asking and answering 
questions and they also performed well in the assignment provided regarding the 
hydrological cycle”. 
Steven accounted that he used a student majority basis to evaluate his classroom 
instruction where he assessed students’ level of involvement and performance in the 
respective assignments. According to the teacher, classroom evaluation results 
formed the basis for his pedagogical decision-making in the classes that followed.  
Opportunities in the implementation of LCT 
Based on researcher’s field experience, it was evident that the school setting, school 
management attitude toward both teachers’ and students’ affairs and Steven‘s 
extensive experience in teaching constituted instructional opportunities to influence 
implementation of LCT. The school location along the outskirts of Iringa 
municipality provided a calm instructional environment for both teachers and 
students. The school location also provided a worthy environment for teacher’s and 
students’ improvisation of instructional resources thus improving instructional 
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processes. School management support towards teachers and students in terms of 
funding outdoor instructional projects and day-to-day school rehabilitation was 
considered conducive to effective implementation of LCT. The researcher also 
considered the wealth and extent of Steven’s professional experience to stimulate 
LCT practices. Based on the researcher’s point of view, Steven could use those 
instructional opportunities to improve his pedagogical decision-making consequently 
implementing LCT effectively.  
Challenges in the implementation of LCT approach 
Steven reported the structure and composition of syllabus, lack of geography 
teaching resources and teaching in inclusive classes to form challenges in his 
instructional practices. According to him the syllabus presented not only unnecessary 
repetition of some instructional topics, but also the instructional topics were 
incompatible with one another. The teacher also shared that some instructional topics 
presented perplexities in conceptual understanding of some geographical aspects. He 
mentioned confusion in the composition of the “Earth structure” among authors as 
one of cases. According to Steven such misunderstanding adversely affected 
classroom instruction since him and his students did not agree on a common 
understanding and interpretation of the respective concepts. The teacher also reported 
inclusive classes to constitute critical challenges in implementation of LCT 
approaches. He presented to teach classes comprising both no-disabled and special 
needs students. Special needs students included the deaf, mute and visually-impaired 
who were combined in one class with ordinary students. According to the teacher, it 
was very challenging facilitating teaching especially for special needs students who 
needed special treatment and approaches.  
Emphasising the instructional challenges he faced, Steven stated: “I face many 
challenges. One of the overarching challenges is to teach students with disabilities 
combined in the same class with ordinary students”. The teacher reported to teach in 
inclusive classes while he had no experience in special needs education (SNE).  
Summary of Steven’s descriptions 
Steven conceptualised LCT based on students’ involvement in the classroom 
instructional practices. He believed students’ prior knowledge was important for 
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students’ construction of knowledge. According to Steven, the teacher’s role was to 
use participatory approaches to facilitate students’ active engagement in the teaching 
processes consequently constructing their own meaning of the subject matter topics. 
The teacher was concerned with ensuring students acquired instructional 
competencies as guided by the syllabus. However, the teacher shared some 
instructional challenges which adversely affected implementation of LCT. He 
mentioned instructional challenges including incompatibility of instructional topics 
and authors’ presentation of opposing ideas in similar topics, teaching inclusive 
classes and lack of appropriate teaching resources. Other instructional challenges 
according to Steven included teaching in unfavourable instructional contexts such as 
large classes.  
Description of case study eight (Heri) 
Heri had a Bachelor of Arts degree majoring in Geography and History. He had nine 
years of teaching experience in secondary schools. Heri was permanently employed 
by the government though he also taught in this site under a part-time employment 
contract. He believed that students had diverse instructional experiences that they 
bring to the classroom context. The teacher suggested that students’ experiences 
were critical in making connections with the instructional topics thus building 
understanding of the respective concepts. He shared that he was interested in seeing 
students share their experiences in the knowledge construction processes by getting 
involved in the teaching practices.  
Teacher’s understandings of LCT approach 
Heri perceived of LCT as an instructional method where the teacher’s pedagogical 
decision-making was underpinned by what students’ already know with the focus 
being linking the subject matter with students’ existing experiences. He observed that 
LCT was thus characterised by students’ high level of involvement in the 
instructional processes under the teacher’s facilitation. In his own words, Heri 
explained learner-centred teaching a: 
type of teaching method whereby a teacher starts from what his/her student 
knows to unknown. The teacher usually has to use question and answer method 
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or assign tasks to students in groups and give them opportunity to present what 
they have discussed. 
Heri noted that students’ active participation in teaching promoted their creativity 
and critical thinking and enhanced students’ independent learning. He shared that 
well-facilitated LCT provided students with opportunities to connect the instructional 
topics with their experience consequently building new understandings of the 
respective instructional topics. 
Teacher’s pedagogical reasoning during the planning process vis-
à-vis LCT beliefs 
Heri’s pedagogical decision-making during planning was influenced by the 
instructional objectives and competencies students needed to acquire. The teacher 
reported that during planning for classroom instructional practices he had to reflect 
on some questions such as: what am I going to teach? Who are my students? What 
do I think students know about the topic? What do students need to know about the 
topic? What type of instructional resources do I need? What about instructional 
methods to be employed and how will I evaluate instructions? According to the 
teacher, these questions guided his instructional planning and classroom practices. 
Heri shared that in order to achieve these pedagogical objectives, he had to think 
about pedagogical issues such as learners’ background knowledge; availability of 
teaching and learning resources; teacher’s and students’ classroom activities; and 
time allocated for the lesson. His similar pedagogical experience was reflected in his 
teaching portfolio such as the syllabus, schemes of work, lesson plans and lesson 
notes. Based on the teacher’s lesson planning, it was evident that his instructional 
decision-making was influenced by what students were expected to achieve as 
guided by the syllabus. In one of his instructional plans, Heri stated instructional 
objectives as; at the end of instruction, students should be able to: “list and explain 
factors influencing agricultural activities in East Africa and also explain the role of 
the agricultural sector in the development of the country”. 
Heri’s lesson notes were also prepared covering those instructional aspects to be 
achieved by students. Based on the teacher’s statement of instructional objectives 
and preparation of lesson notes it was clear that among other pedagogical factors, the 
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subject syllabus influenced his pedagogical decision-making and instructional 
practices. 
Teacher’s teaching practice vis-à-vis LCT beliefs 
Interview findings demonstrated Heri’s interest in ensuring students active 
involvement in the instructional practices. The teacher believed that students were 
able to construct knowledge when they were exposed to the physical instructional 
environment. Heri was determined to engage students in real geographical 
phenomena. He shared that it was possible to expose students to a real life 
environment when the teacher tailored the instructional practices to students existing 
knowledge and experience. The teacher further reiterated that active students’ 
involvement in instructional practices depended on the teacher’s careful selection of 
the instructional methods and resources. He also mentioned the need for teacher’s 
classroom organisation and management skills in order to influence students’ 
participation in the classroom processes. The teacher shared his preferred 
instructional methods to include questions and answers, fieldtrips, guest speakers, 
group assignments and lecture methods. He commented that students participated in 
classroom instruction when he organised classes such that every student had 
opportunity to share his/her prior knowledge about the subject matter. He further 
reported that when students were involved in the construction of knowledge, the 
classroom instruction was active since students freely shared what they understood 
regarding the subject matter. 
Heri presented his application of LCT stating that: 
I apply learner-centred beliefs by involving learners in the teaching processes 
and using teaching and learning facilities such as maps, students’ classroom 
demonstrations, real objects, fieldtrips whereby students get exposed to actual 
environments 
Heri experienced that students enjoyed the lesson when it was linked with what they 
already knew and that the teacher involved students in the selection of instructional 
methods and resources. According to the teacher, his role was to monitor and guide 
students’ discussions and reflection of the subject matter in order to direct students’ 
discussion to the instructional objectives as guided by the syllabus. 
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Classroom observation findings demonstrated the teacher’s use of question and 
answers, lecture methods and take home assignments. Heri followed the following 
procedures in the presentation of the subject matter: 
(a) He introduced the lesson using questions and answers; 
(b) Volunteering students raised their hands; 
(c) He randomly appointed those volunteering students to respond to the 
questions; 
(d) He appointed students to reflect on the subject matter sharing what they knew 
about the respective instructional aspects; 
(e) He mostly used a lecture method to clarify the subject matter; and 
(f) Concluded the lesson by both questions and answers to emphasise some 
specific instructional aspects. In some lessons, the teacher provided students 
with individual take home assignments.  
The researcher observed students volunteering to share their experience when given 
opportunities. Heri often interrupted students before they could finish reflecting on a 
particular geographical aspect. He accounted that, the aim was to ensure many 
students had opportunities to share their experiences without compromising the 
limited instructional time. The teacher further added that it was important to 
encourage students to manage time effectively as they were involved in the 
knowledge construction processes. It was also observed that some students were not 
involved either in answering questions or asking questions. The teacher commented 
that some students lacked English language skills and thus struggled to communicate 
their thoughts. Heri also experienced that it was challenging to involve all students 
using oral questions and answers or group discussion which were always too big to 
provide effective facilitation. He reported to teaching in large classes ranging 
between 70-100 students which posed challenges in effective involvement in the 
classroom activities. The teacher also shared that the school library had very few 
reference and textbooks. He suggested that in some instructional topics, he had to 
organise field projects in order to allow all students to participate effectively in the 
subject matter thus sharpening their thinking and deepening their understanding of 
the instructional topics. According to the teacher, fieldtrips were very expensive and 
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time consuming. The teacher occasionally resorted to fieldtrips depending on the 
urgency of the instructional topic and availability of funds. 
Teacher’s evaluation of classroom instructional practices vis-à-vis 
LCT 
Findings suggested the teacher’s evaluation of classroom instructional practices was 
based on students’ achievement in the instructional objectives. The teacher thus 
modified his teaching approaches in order to enhance students’ participation and 
achievement of instructional objectives as guided by the syllabus. Heri reported to 
use questions and answers, quizzes, and monthly tests to evaluate the achievement of 
the instructional objectives. He emphasised his assessment approach noting: “I use 
questions and answers, quizzes and monthly tests to evaluate whether the lesson 
objectives have been met or not”. 
The teacher added that whenever necessary, he administered students with individual 
classroom tasks or take-home assignments and checked for students’ responses. 
According to Heri, students’ participation and achievement in the respective 
instructional topic regulated his teaching practices. Classroom observation findings 
also suggested the teacher’s use of oral questions and answers, group discussion and 
assignments to assess students’ understanding in the respective topics. However, it 
was also apparent that not all students had opportunities to share or reflect what they 
understood of the topics. The same consideration was reflected in the teacher’s 
teaching portfolio. For example, in one of the topics, the teacher stated instructional 
objectives as: “at the end of the lesson, students should be able to list and explain 
factors influencing agricultural activities in East Africa”. 
Opportunities in the implementation of LCT 
As observed with Steven, school location and the administrative climate constituted 
Heri’s instructional opportunities to support his pedagogical decision-making and 
practices. The teacher and the students could have used the school environment to 
make instructional resources from the locally available materials thus addressing the 
challenge of limited instructional resources consequently improving instructional 
practices. The quiet school environment provided an arena for both teacher and 
students to focus and concentrate on the teaching processes. It was apparent that 
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school support to both teachers and students was significant in enhancing effective 
implementation of LCT. The teacher was expected to use his professional and 
academic experience to create a rich instructional context for students’ active 
involvement in the instructional practices. 
Challenges to the implementation of LCT 
Heri faced challenges in his pedagogical decision-making and practices. Despite his 
motivation to involve students in the teaching practices, he experienced instructional 
constraints such as teaching in large classes, limited supply of references and 
textbooks and lack of English among students. According to the teacher, LCT also 
consumed a lot of time which affected the timely completion of the syllabus. The 
teacher perceived that there was a need to restructure the syllabus in order to have 
topics equivalent to available instructional time as per the academic calendar.   
Heri commented that students lacked English skills which meant they struggled to 
communicate their thoughts. According to the teacher, he sometimes resorted to 
teacher-centred approaches in order to ensure students covered all the topics within 
timeframe as guided by the syllabus. The teacher also shared that he was challenged 
to involve all students using oral questions and answers. He reported that even when 
he used group discussion he was always constrained with limited instructional time 
for effective students’ participation in their discussion.  
Heri noted instructional challenges he faced as: “I teach in overpopulated classes 
ranging from 70-100 students per class. There are no text and reference books in the 
library. It is very challenging to involve students in large classes like these”. He had 
the opinion that the government should rethink and restructure the educational policy 
and the syllabuses in order to address all associated challenges if it was determined 
to implement effectively the new pedagogical orientation – “learner-centred teaching 
approach”.  
Summary of Heri’s descriptions 
In summary, the teacher’s understanding of LCT was determined by his quest to 
integrate students’ existing knowledge in the instructional topics. Heri was concerned 
with students’ active involvement in the instructional processes. He was of the 
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opinion that students’ construction of knowledge depended on their exposure to the 
actual instructional phenomena and the level of their involvement in the teaching 
practices. The teacher’s understanding of LCT was also attested during classroom 
observation where he involved students through participatory instructional 
approaches that included oral questions and answers, group discussion, students’ 
demonstration, and individualised take home assignments. In the same way, the 
teacher evaluated his classroom instructional practices based on the students’ 
achievement in the instructional objectives. It was evident that the subject syllabus 
influenced Heri’s pedagogical decision-making and practices. However, the 
researcher experienced not all students participated equally and effectively in the 
instructional practices. The teacher’s accounts for the situation reflected some critical 
challenges that he faced during pedagogical decision-making and practices. They 
included teaching in large classes, limited instructional resources and lack of English 
proficiency among students. The teacher was concerned that LCT consumed a lot of 
time which constrained timely completion of the syllabus. 
Description of case study nine (Gregory) 
Gregory had five years of teaching experience in private secondary schools. He had a 
Bachelor of Arts degree in Education majoring in Geography. The teacher was 
motivated in implementing LCT approach. His motivation was based on the 
perception that the development of information and communication technology 
increased both the teacher’s and students’ awareness and access to information. The 
teacher experienced that science and technology development exposed students to 
different knowledge experience such that unlike the past belief that students were 
tabula-rasa i.e. they were empty minded; nowadays students are understood to have 
rich experience which is critical in the construction of knowledge. The teacher shared 
that teaching and learning processes thus required assimilation of subject matter 
within the rich mass of students’ diverse experience. He however, experienced the 
development of information and communication technology did not influence in the 
same way in most of the school’s instructional environment. He experienced schools 
facing significant pedagogical challenges such as poor facilities, large classes due to 
increased enrolment and teacher shortages. The teacher mentioned other instructional 
challenges including curriculum overload and limited instructional resources. Despite 
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his belief and motivation regarding the role of LCT in improving the quality of 
instructional processes, he viewed that the new instructional approach had external 
influence that did not consider the Tanzanian teaching and learning environment. 
Gregory perceived the need for educational policy innovations and curriculum 
overhaul in order to address the existing challenges. He suggested that unless those 
challenges were addressed, it was difficult to implement LCT in most Tanzanian 
schools. 
Teacher’s understandings of LCT approach 
Gregory understood LCT as the kind of instructional practices where the teacher 
begins the lesson by exploring what students already know in the respective topic. 
The teacher uses questions and answers, group activities and individualised 
assignments to encourage students to link the subject matter with their prior 
experience thus building new conceptions or meanings of the topics. The teacher 
suggested that LCT is characterised by teachers giving students more involvement 
opportunities to discuss the subject matter. Gregory was concerned with instructional 
contexts that did not encourage effective student involvement in the instructional 
practices. Gregory perceived: 
Although learner-centred teaching promotes students’ engagement in 
classroom instruction, the teaching and learning environment in Tanzania does 
not favor its implementation. I think the new teaching orientation has been 
externally induced. As such, it is very difficult and challenging implementing 
learner-centred teaching in schools with a scarcity of teachers’ vis-à-vis 
enormous student enrolment, acute shortage of teaching and learning facilities 
and resources.   
Gregory also emphasised his perception and experience of LCT, with the following 
lamentation: 
Learner-centred teaching approaches are westernised and imposed methods of 
transferring power from the teacher to students. These teaching approaches 
have deteriorated students’ discipline such that students are no longer 
respecting their teachers. 
Gregory had the opinion that in order to implement LCT effectively, there was a 
need to address instructional challenges facing many schools especially in the public 
schools.  
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Teacher’s pedagogical reasoning during the planning process vis-
à-vis LCT beliefs 
Gregory’s pedagogical decision-making during planning for classroom instruction 
was reflected in the lesson objectives and the proposed students’ competencies to be 
achieved in every topic. Other instructional aspects considered included: availability 
of teaching and learning resources; learner’s prior knowledge; teacher’s and 
students’ classroom activities and syllabus composition with respect to instructional 
time. Likewise, schemes of work and lesson plans were prepared based on subject 
syllabus. The lesson notes were prepared based on what students ought to achieve 
with regard to what the syllabus instructed.  
Teacher’s teaching practices vis-à-vis LCT beliefs 
According to Gregory, the focus on instructional practices was to promote students’ 
engagement in the instructional processes. The teacher experienced students’ 
motivation to learn when they were given opportunities to perform some 
instructional activities. Based on interview responses, the teacher involved students 
in both in-class and outside-class instructional practices. Sharing his experience of 
LCT, the teacher stated that: “when learner-centred teaching is administered 
effectively, it motivates learners to share their experiences on what they know 
regarding the subject matter. In doing so, it gives students opportunities to participate 
in the construction of knowledge” 
Gregory viewed that LCT required teachers to guide and encourage students to 
participate in the instructional processes while focusing on the instructional 
objectives. He shared that the teacher was responsible to shape students’ thinking in 
a way that knowledge was created within the syllabus requirements. 
Gregory’s classroom observations were evidenced by students’ active participation in 
the instructional practices. Many students volunteered to reflect questions posed by 
the teacher and fellow students. The teacher asked students questions such as: 
What is agriculture all about?; what type of agriculture is your family involved 
in; for what use are the agricultural products in your family; what factors do 
you think affect the development of agriculture in Tanzania?; and how is 
development of agriculture relate to economies of East African countries? 
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It was interesting to note that students connected the instructional aspects with their 
experiences. Integration of students’ experience occurred mostly when the teacher 
broke the subject topic into bits of aspects and then asked students to reflect on 
aspects from what they already knew. Some students’ insights regarding agricultural 
development in Tanzania in particular and East Africa in general related to the 
availability of food, cash crops, development of social services such as schools, 
health services, infrastructure, the food processing industry and improvement of 
peoples’ livelihoods. Students explained also the role of agriculture in the 
development of East African economies such as the Gross Domestic Products and 
per capita incomes. Gregory’s lesson presentation followed the following 
procedures:  
(a) Asking students about their prior knowledge on the subject matter; 
(b) Randomly appointing students especially who raised their hands to reflect on the 
questions asked; 
(c) Volunteering students reflecting the questions based on their diverse experience; 
(d) Teacher clarified students’ responses using maps showing potential agricultural 
areas and the climatic conditions; 
(e) Asking students some questions to emphasise specific instructional aspects 
regarding factors that influence agriculture development in East Africa (land, labour 
force, infrastructure, national and international markets and international policies); 
(f) Randomly appointing volunteering students to respond to the questions; and 
(g) Concluding the lesson by summarising major issues which arose in the subject 
topic or asking students to discuss the role of agriculture in the East African 
economies. 
 
Gregory was interested to tailor new topics to students’ prior understandings. He 
believed that when students linked their existing knowledge to the topics, they were 
able to make conception of the respective topics and build long lasting memory. In 
all observation sessions, he introduced the lesson by revising what he taught during 
the previous lessons. He used questions and answers to get feedback from the 
students. It was experienced that the teacher related students’ reflections on different 
aspects with prevailing socio-economic and political situations in Tanzania, Africa 
and across the world. Gregory shared that he was concerned with students’ classroom 
216 
 
practices that reflected and connected to what exactly was happening in the students’ 
settings.  
Teacher’s evaluation of classroom instructional practices vis-à-vis 
LCT 
Findings suggested Gregory’s evaluation of classroom instruction was underpinned 
by the extent students’ achieved instructional objectives as per the syllabus 
guidelines. In the assessment process he considered students’ participation in 
classroom activities, their reflection in different questions and how students 
performed in the tests and term examinations. When interviewed on how he assessed 
his pedagogical decision-making and practices, Gregory insisted: “I focus on the role 
played by students during classroom instruction sessions especially in answering 
questions, students’ contributions in group-based activities and students’ reflections 
on the subject matter across disciplines”. 
In one of Gregory’s instructional evaluations, he reported his evaluation as: “the 
lesson was understood by 97 percent of students”. The achievement was due to: 
students participated well in asking and answering questions during classroom 
instructional processes; students reflected on the subject matter across diverse 
experience which suggested understanding of the subject matter and students 
completed the assignment well. More than 80 students performed above 70 per 
cent of a B+ grade. 
Gregory also suggested using students’ individual work and take home assignments 
in order to identify students’ instructional needs thus informing his pedagogical 
decision-making and practices. Based on the teacher’s interview responses, 
evaluation of classroom instructional practices presented the following features: 
syllabus dictation on the teacher’s evaluation and an outcome-based evaluation of 
classroom instruction thus not interwoven in the instructional processes; the teacher 
dominated evaluation of instruction and students rarely took part in the evaluation 
processes; and evaluation was examination-oriented.  
Opportunities in the implementation of LCT 
As for Steven and Heri, the researcher perceived the school location and school 
management support to teachers and students formed a good basis for the effective 
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implementation of LCT approach. The school provided opportunities for teachers 
and students to improvise instructional resources from the immediate environment 
hence addressing challenges related to limited instructional facilities and resources. 
Depending on the teacher’s creativity and persuasion, the school was ready to 
support teachers with financial and material support for instructional activities. 
School support included facilitation of guest speakers; project-based activities and 
fieldtrips. The researcher experienced teacher’s teaching experience and motivation 
for engaging students as an important opportunity for his creativity and student-
focused pedagogical decision-making processes.  
Challenges in the implementation of LCT 
Gregory demonstrated instructional challenges that constrained implementation of 
LCT practices. The challenges ranged from teaching in large classes with resource 
constraints, and the nature of curriculum and syllabus overload. Gregory experienced 
teaching in classes ranging from 65-100 students. The teacher was also concerned 
with the instructional contexts, which did not favour students’ active involvement in 
the instructional processes. He was also concerned about teacher shortages and 
limited instructional resources, classroom overpopulation and a non-student friendly 
curriculum. The teacher reported to teach in classes ranging from 65-100 students 
where more than 10 students shared one textbook. Gregory presented his experience 
with an emphatic tone stating: “it is very difficult to involve students in large classes. 
The curriculum itself and the teaching and learning environment do not favour 
effective implementation of learner-centred teaching approaches”. 
The teacher reported that the geography curriculum not only constituted instructional 
topics which did not reflect students’ cultural experience but it also lacked 
compatible features within the topics and across subject disciplines. The teacher 
experienced, when he resorted to LCT approaches, that the curriculum was too 
overloaded to be completed within the instructional time assigned.  
Summary of Gregory’s descriptions 
Gregory perceived LCT in terms of tailoring classroom instructions to what students 
already knew. Gregory experienced that teachers needed to use participatory teaching 
methods to ensure students’ active participation in the teaching practices. The teacher 
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mentioned such methods which included oral questions and answers, group 
activities, use of teaching and learning resources and provision of individual-based 
classroom and take home assignments. Other instructional methods included 
administration of students’ projects and fieldtrips. In his planning processes, Gregory 
considered such pedagogical aspects as instructional objectives and students’ 
instructional competencies expected to be achieved, classroom activities, 
instructional resources and instructional time. According to Gregory, his pedagogical 
decision-making was influenced by the subject curriculum and syllabus 
requirements.  
Based on the findings, it was evident that Gregory involved students in the classroom 
instruction especially during introduction and conclusion stages of the lessons. 
During introduction, the teacher used either oral questions and answers or group 
discussion to explore students’ prior knowledge and instructional needs with respect 
to different instructional topics. The teacher used most of the time to clarify students’ 
reflections and present the topic during the presentation stage while he concluded the 
lessons through oral questions and answers, group assignments and take home 
assignments. The teacher shared that such lesson conclusion style examined students’ 
achievement of the instructional topic and meant also to introduce the forthcoming 
topic. He was concerned about the instructional challenges he faced. The challenges 
included teaching in large classes, teacher shortage, limited instructional resources 
and curriculum relevance and overload. Gregory suggested the need for policy and 
curriculum transformation geared to address those challenges.    
Research site three findings description summary 
Findings presented case studies’ understanding of LCT based on students’ 
participation in classroom practices, consideration of students’ prior knowledge and 
teaching the subject matter from known to unknown. Teachers’ pedagogical 
decision-making processes reflected instructional competencies students needed to 
acquire. The instructional competencies demonstrated by the participating teachers 
looked similar to those outlined in the syllabus. Therefore, implementation of LCT 
directed towards students’ engagement in classroom instructional practices and 
students’ performance in classroom-based activities. The findings demonstrated that 
case studies’ evaluations of classroom instruction were underpinned by teachers’ 
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need to achieve instructional objectives. Accordingly, Steven, Heri and Gregory 
evaluated achievement of instructional objectives based on students’ level of 
involvement in the instructional processes and performance on teachers’ instructional 
evaluation artefacts.  
Case studies raised issues, which are analysed and discussed in chapters six and 
seven respectively. Those pedagogical aspects included: nature of the geography 
curriculum and syllabus; students’ prior knowledge vis-à-vis the knowledge 
construction process; teacher-student relationships during classroom instructional 
practices; instructional methods, resources and level of student involvement; and 
classroom organisation and management. Other pedagogical aspects which arose 
include: teacher-student ratio; classroom instructional activities vis-à-vis 
instructional time; relevancy of LCT vis-à-vis the instructional context; Tanzanian 
educational and training policy dilemma; and transformation of society’s mindset 
from teacher-centred to LCT and from an outcome to competence-based teaching 
orientation. Teachers’ evaluation artefacts and evaluation process of classroom 
instruction practices also formed aspects for analysis and discussion in light of LCT 
beliefs. 
Generally, chapter five has presented the findings based on individual case studies 
within the three research sites. Three case studies were involved from each research 
site. Using pseudonyms, case studies included Marco, Agape, Sigimba, Amos, 
Daniel, and Frida. Others were Steven, Heri, and Gregory respectively. Chapter six 
presents data analysis which resulted in the development of the themes that formed a 
basis for the discussion-chapter seven.  
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CHAPTER 6 
ANALYSIS OF FINDINGS 
Introduction 
Chapter five presented descriptions of data collected and transcribed directly from 
the field. The aim of this chapter is to immerse in the data, making meaning of them 
subsequently developing themes for discussion. Teachers’ perceptions and 
experiences of LCT may not necessarily be reflected within lenses of CP because 
they may not be used to it. However, where necessary, their perceptions and 
experiences are analysed using lenses of CP. Using the generative inductive data 
analysis approach (Stake, 1995), and the Berkowitz (1997) questioning procedure, 
this chapter analyses findings from nine cases across three research sites. Data are 
analysed based on the findings within case studies in all research sites. Analysis of 
findings starts by presentation of general pedagogical aspects experienced across 
case studies in the respective research site. Then followed by thick description of 
what transpired in the field with respect to guiding research questions. Practical 
pedagogical experiences from individual cases are presented in the form of quotes 
and phrases to support the claims from the thick descriptions. Subsequently, 
implications are presented in the form of categories arising within the respective case 
studies. Afterwards, key aspects are developed across case studies in each research 
site by comparing and grouping the meaning patterns based on similarities and 
differences. The same procedure proceeds leading to development of major themes 
for discussion. Data analysis is guided by four research themes: teachers’ 
understanding of LCT approach; teachers’ pedagogical reasoning and decision-
making during the planning process; teachers’ teaching practices; and their 
evaluation of classroom instructional practices. 
Case studies’ analysis from research site one 
Research site one comprised three cases namely: Marco, Agape and Sigimba. 
Participants’ perceptions and experiences regarding implementation of LCT 
geography curriculum were analysed based on research questions as follows: 
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Teachers’ understanding of LCT 
Marco, Agape and Sigimba demonstrated varied understanding of LCT reflected in 
their level of emphasis across geography aspects in the teaching and learning. 
However, despite their differences in understanding of LCT, they all presented an 
idea of students taking part in the teaching practices. Marco understood LCT as the 
kind of teaching approach that focuses on engaging learners in classroom 
instructional processes, the aim being, to build learning capacities amongst them. 
The teacher had the opinion that in order to influence knowledge construction 
amongst students, the teacher needs to create enough chances for students to reflect 
and share their thoughts regarding the subject matter. The teacher described LCT as: 
A method of teaching used by the teacher to enable a learner to understand 
what is being taught. In learner-centred teaching, a learner is given opportunity 
to provide his/her understanding of the subject matter before the teacher 
proceeds with the teaching processes 
 
From the participant’s observation regarding LCT, it would imply that his 
understanding of LCT was underpinned by the need for students to engage in 
knowledge construction. His perception of LCT also implies the teacher’s role to 
support students in making sense of what is taught and thus building learning 
capacities. Marco viewed students’ experiences as important in promoting their 
participation in the classroom practices. He shared that students use their experiences 
to make meaning of the subject matter. In a way, Marco was suggesting teachers’ 
need to use teaching methods which elicit students to participate in knowledge 
construction through sharing their diverse experiences. Marco’s perception of LCT 
looked similar to that of Agape. Responding to questions on how she understood 
LCT, Agape conceived LCT as a cooperative teaching technique whereby a teacher 
asks questions and students discuss questions in groups under the teacher’s guidance. 
She emphatically presented: “in LCT, learners are given opportunities to reflect and 
share what they know regarding the subject matter”. Teacher’s interpretation of LCT 
and its implications for classroom practices meant that in order to engage students 
actively in the instructional processes, teachers need to engage in reflexive and 
thoughtful practices. Teachers need to devise and incorporate classroom activities 
that stimulate students’ critical thinking and reflection about the subject matter. 
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Sigimba’s perspective of LCT was based on such aspects as: the origin of the LCT 
approach, role of the teacher and student, the instructional methodologies, and 
classroom context. Different from Marco and Agape’s conception of LCT, Sigimba 
perceived LCT as westernised and an imposed instructional methodology which 
transfers authority from the teacher to students. Sigimba presented: “the teaching 
approaches have deteriorated students’ discipline such that students are no longer 
respecting their teachers. Students see themselves (sic) they know more than their 
teachers”.  
The teacher added that teaching and learning contexts do not favour the 
implementation of learner-centred instruction as compared to the western countries. 
His reflection of LCT and its effect in classroom practices seemed to suggest the 
long-lived teacher-student power relationships where the classroom authority is 
centred to the teacher and the student becomes a subjective and passive recipient of 
all classroom processes. His understanding of LCT also implied the need for teachers 
to address classroom management aspects which could accelerate students’ 
disruptive behaviour as a result of increased students’ participation in the classroom 
practices. Sigimba seemed also to suggest that teaching and learning environment are 
critical for effective implementation of LCT. 
From the analysis of all three cases, it could be concluded that teachers’ 
understanding of LCT was underpinned by corresponding instructional aspects 
including: students’ knowledge construction; teaching methods and resources, 
teacher-student relationship; the role of students’prior knowledge; and classroom 
organisation and management. The origin of LCT was also seen to influence 
teachers’ understanding of LCT and its implication in the classroom practices. 
Teachers’ pedagogical reasoning and decision-making during the 
planning process 
The findings suggested that teachers’ pedagogical decision-making was influenced 
by the mandated curriculum and curriculum materials such as the subject syllabus, 
textbooks, and teachers’ schemes of work and lesson plans. For example, Marco 
elaborated the need for classroom instructional planning to consider what students 
needed to achieve by the end of each classroom instructional practice. Emphasising 
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his consideration for classroom instructional planning, he intoned: “My instructional 
decision-making is determined by the subject syllabus. The syllabus provides 
instructional guidelines in which all subject teachers should adhere in their 
pedagogical practices”.  
 
Agape on the other hand described factors that determined her classroom 
instructional planning to include: classroom capacity in terms of class size, teaching 
resources, and the number of students in the respective classes. Emphasising her 
perceptions and consideration during instructional planning the teacher presented: “I 
teach classes exceeding 100 students different from the normal classroom capacity of 
45 students. This has implications for the preparation for classroom instruction and 
the evaluation of classroom instruction as well”. 
 
Sigimba also explained his consideration during classroom planning to be directed by 
the subject curriculum requirements. When the researcher asked what he considered 
during planning for classroom instruction, he responded: 
I normally consider issues like the classroom instruction guidelines especially 
from the subject syllabus, instructional objectives, and the subject topics to be 
taught vis-à-vis teaching and learning materials available and the instructional 
activities to be provided during or after the classroom instruction. 
 
Teachers’ experience in pedagogical reasoning and decision-making presented the 
top-down curriculum challenge which seemed to hinder their teaching flexibility 
based on the students’ interests and diverse experience. This consequently made it 
difficult to tailor their pedagogical decision-making to students’ real life. Based on 
the findings, it appears that teaching facilities and resources and classroom 
population also determined the nature of teachers’ pedagogical reasoning and 
decision-making during classroom planning processes.  
Teachers’ teaching practices 
Teachers’ perceptions and experiences in teaching practices portrayed common 
practices though with notable variations in some instructional aspects. In all three 
case studies, it was evidenced that Marco, Agape and Sigimba experienced the same 
with regard to classroom presentation methods and strategies. However, case studies 
showed variations with respect to: mastery of substantive and pedagogical content 
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knowledge; and the level of students’ involvement in the teaching practices. Other 
aspects included: variation in the design and use of instructional resources and 
students’ classroom activities. These variations were seen within the sub-topics and 
between instructional topics.   
Analysis of findings on the basis of individual case studies suggested Marco’s 
preference for group discussion and questions and answers methods to the rest of the 
instructional methods. The teacher stressed the role of engaging students in teaching 
processes through questions and answers stating that:“When students are given 
opportunity to ask and answer questions regarding a particular subject topic, we as 
teachers are building learning capacities amongst students”. Marco added that using 
questions and answers in the teaching practices: “encourage students to learn 
independently and search for materials from multiple sources”.  
Emphasising his application of LCT beliefs, Marco noted: 
I apply learner-centred teaching beliefs by involving learners in the teaching 
processes and using teaching and learning facilities such as models, maps, 
student classroom demonstrations and outdoor teaching where students are 
exposed to the actual physical environment. 
 
Marco’s teaching experience suggested that the aim of LCT was to create a 
classroom atmosphere conducive to students’ independent learning and that his role 
as a teacher was to facilitate students in their learning. Marco’s teaching experience 
also meant that classroom practices needed to reflect what is taking place outside the 
school. During classroom instruction processes, the researcher observed Marco using 
mostly questions and answers method to explore students’ understanding of the 
hydrological cycle. Some questions which Marco asked included: “what is the 
hydrological cycle?; who can tell us factors affecting the hydrological cycle?; what is 
solar energy?; can you explain the importance of solar energy in the hydrological 
cycle?; and what is precipitation and how is it formed?”.Although not many students 
volunteered to respond to the questions, those who shared their thoughts suggested 
having rich experience regarding the subject matter. From this observation, it could 
be argued that effective implementation of LCT is possible only if the teacher 
designs classroom activities which promote students’ participation. Moreover, 
students’ submissive behaviour during classroom practices implied the Tanzanian, 
long-standing cultural practice which requires children to respect their teachers as 
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elders. It also reflects the cultural practice that values teachers as students’ parents 
and professionals designated to impart knowledge and cultural heritage to the 
younger generation. 
As for Marco, Agape described the pride she felt when she chatted with students 
around the school as part of social life. Agape was content in the way students 
respected her:“you know when I enter the class; the students stand up and greet me 
with a feel of great respect”. 
Agape’s reservation seemed to suggest that her instructional practice was motivated 
by the kind of relationships between her and the students. Agape’s experience 
suggested that implementation of LCT is determined by the teacher-students 
relationship where students are free to share their thoughts to the teacher and 
amongst themselves. Regarding her practical experience in the implementation of 
LCT, Agape presented her experience in an emphatic tone:“Learner-centred teaching 
is good as it promotes students thinking and involvement in the classroom”. As 
opposed to Marco’s observation regarding teacher-students’ relationship; Agape’s 
experience suggested the need to consider students’ prior knowledge and experience 
as important for their effective teaching practices. And that, just because the teaching 
is LCT, and students are actively engaged in their own learning process, it does not 
follow that they disrespect the teacher. Nor are they going to believe that they know 
more than the teacher, nor take over the class. Instead, they are being encouraged to 
learn how to learn and not rely on the teacher to always be available to ‘input the 
knowledge’. As presented by the findings, the teaching contexts in the developing 
economies are characterised by big classes and limited resources. Thus, it is much 
more necessary to actively engage students in the instructional processes in the 
developing economies such as Tanzania’s than it is in the developed ones.  
However, findings from classroom observation sessions revealed Agape’s relative 
variation in terms of evidence of mastery of concepts and principles of instructional 
topics, teacher’s instructional methods, students’ classroom participation and 
teacher’s application of teaching and learning resources. It was observed that a 
lecture method dominated her classroom instruction. Students were rarely involved 
in sharing their experiences on the subject. Despite few students volunteering to 
share experiences about the subject, not all students who volunteered were given 
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chances to respond to the questions posed. Agape used most of the instructional time 
to explain and clarify concepts of the respective topic. This implied the inconsistency 
between teacher’s theoretical understanding of LCT and its practical implications. 
Teacher’s instructional practices were not informed by her extensive understandings 
of learner-centred instructional approaches. This disparity meant that teachers’ 
understanding of LCT was not the only justification for implementation of LCT. The 
implementation of LCT also needs to consider other factors including the teacher’s 
education and motivation, curriculum, and classroom contexts that are also critical 
for effective classroom practices 
The same teaching experience was observed in Sigimba’s classroom practices. The 
teacher portrayed to have a thorough understanding of LCT practices which could 
not be realised in the classroom practices. In his own words, Sigimba described his 
teaching experience thus: “my long and extensive teaching experience plus the varied 
professional training I have undergone have enlightened my conceptualisation of 
classroom instructional planning and therefore my teaching practices”.On the 
contrary his teaching practices did not reflect his understanding and experience of 
LCT. Based on the instructional methods used and students’ level of classroom 
engagement, it was evident that the teacher dictated classroom practices. Students 
were seldom given opportunities to reflect and link their life experience within the 
respective subject topics. Classroom observation was evidenced by teacher-centred 
teaching in which the lecture method dominated classroom instructional processes.  
The researcher’s classroom observation of Sigimba’s teaching demonstrated that 
when students were given opportunity to share their pre-existing experiences on the 
subject, students’ reflections on the subject matter revealed their deep understanding 
of the topic. For example, using experience from one of the student’s home villages 
regarding agricultural development, the student shared her concern about how 
physiological and biological factors influenced agricultural development. She 
observed that the climate changes might have caused changes in the agricultural 
patterns and productivity of the area. The student further commented that: “In my 
opinion, something wrong might have occurred within the soil. Otherwise, we need 
to think about the influence of climatic changes experienced over the years on the 
soil fertility”. 
227 
 
Students’ reflections about factors affecting agricultural production suggested 
students’ extensive geographical experience that is not incorporated in the classroom 
processes by teachers who dominate their pedagogical practices. According to Meyer 
(2004), students’ prior knowledge is an important factor in influencing knowledge 
construction. The researcher argues that teacher’s passive engagement of students in 
classroom practices suggested lack of understanding of student’s mental cognition in 
the process of knowledge construction.  
Findings from all three cases revealed challenges that constrained effective 
implementation of LCT. For example, Marco shared the challenges he faced in 
teaching to include: teaching in large classes ranging between 65-100 students and 
limited teaching resources such as text and reference books, computers, and 
projectors. The same reflection was presented by Agape during the mini interview 
sessions which sought to explore more information about her instructional processes. 
Teacher’s concerns regarding classroom practices were based mainly on a lack of 
instructional resources and students classroom capacity. The teacher supported her 
use of lecture method noting that: “I teach in a class with 134 students. It is very 
difficult to involve students in a teaching process based on learner-centred teaching 
principles”. The teacher added that, if she opted to apply LCT, she found used a lot 
of time which affected timely completion of the syllabus. Explaining the shortage of 
instructional materials the teacher lamented: “It is very challenging for the teacher to 
practice LCT in teaching and learning environment where there are no books, 
internet services and teaching and learning models”. 
 
It could be said that teacher-student ratio and availability of resources are significant 
factors in enhancing teachers’ ability to involve students in classroom practices. Lack 
of teaching resources could also imply teachers’ lack of creativity to involve students 
and in ability to use locally available resources in their classroom instructions. 
Moreover, Agape expressed her concern regarding lack of English amongst students. 
The teacher reported it was difficult to implement LCT especially in the lower 
classes. The teacher emphasised her experience on this stating that: “My students are 
not good in English. They fail to construct correct and meaningful sentences about 
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what they know regarding certain geography concepts and conceptualisation of 
geographical ideas”.  
Sigimba lamented on the shortage of geography teachers suggesting that the shortage 
resulted in combining four class streams into one class of up to 180 students. He 
perceived LCT as a challenging instructional method especially when applied in 
overcrowded classes. The teacher put his experience of LCT in an emphatic 
disposition: “It is a very challenging teaching approach especially in a class of many 
students with a lack of teaching and learning resources”. The teacher went further 
stating that: “Due to a lack of geography teachers, we usually combine about four 
class streams in a single class of up to 180 students. It is very difficult teaching in 
this large class using a learner-centred approach”.  
 
This implies the need to address issues of classroom contexts for effective 
implementation of LCT. Findings across cases indicated important aspects for 
discussion. These aspects included: the nature of the curriculum, English as a 
medium of instruction, teaching in large classes and teaching resources and facilities, 
teachers’ knowledge of students’ mental cognition, and the role of information and 
communication technology (ICT) in teaching.  
Teachers’ evaluation of classroom instructional practices 
Based on findings, teachers’ achievement in pedagogical practices was determined 
by the level of students’ performance in instructional objectives. Teachers’ 
evaluation of their pedagogical practices was more outcomes based than classroom 
processes as suggested by critical pedagogues, constructivist theorists, and teacher 
educators. For example, Marco explained his orientation for assessing whether or not 
students grasped the subject matter content based on the instructional objectives. 
Marco suggested that he examined students’ understanding of subject matter, by 
providing individualised and group assignments, questions and answers and weekly 
and monthly tests. According to Marco, when more than 80 percent of students 
performed above 70 percent in their take home or classroom assignment and tests, he 
considered students grasped the expected learning outcomes and therefore, the 
classroom instruction was achieved. This could mean that teacher’s interpretation of 
LCT was underpinned by students’ ability to reproduce the instructional objectives 
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and not their involvement in knowledge construction processes. It could also be 
conceived that the curriculum and curriculum materials dictated teacher’s evaluation 
of instructional practices. Marco’s teaching practices were determined by students’ 
ability to reproduce the readymade instructional objectives without consideration of 
students’ ability to link the subject matter with their diverse experiences in order to 
foster knowledge construction. 
 
Similarly, Agape’s evaluation of classroom instructional practices was based on 
learners’ achievement in the specified objectives across subject topics. The teacher 
reported that evaluation of such instructional objectives was based on the extent of 
student’s contribution to questions and answers about the topic. Other evaluation of 
classroom instructional practices criteria according to the teacher depended on 
students’ achievement in individualised tests and assignments and students’ ability to 
use instructional models such as diagrams, maps, charts, and figures to explain 
different concepts. This suggested that the focus of teacher’s evaluation of classroom 
practices was to examine students’ achievement in the instructional objectives based 
on their ability to reproduce them. For example, Findings from the teacher’s lesson 
plan stated:   
Before instruction  
 
By the end of the topic, a student should be able to identify different uses of 
water without the teacher’s or student’s’ notes. A student should also be able to 
explain water management strategies and techniques for sustainable water 
supply 
 
After the instruction  
The lesson was understood by approximately 85 percent of students in class. 
This is because, the majority of students identified uses of water without 
referring to either teacher or student notes. Most students explained with 
confidence about water management strategies and techniques for sustainable 
water supply. Students participated effectively in the discussion about water 
uses and management. Next time, I will introduce a new topic about.............. 
 
According to the teacher’s classroom evaluation, it was evident that the achievement 
of classroom processes was determined by the ability of students to reproduce the 
instructional objectives-the end results of classroom processes. This kind of 
evaluation suggested that the teacher’s classroom evaluations were not interwoven 
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within the teaching processes thus neglecting students to take part in the knowledge 
construction. 
 
On some occasions during classroom instruction, Agape used questions such as “is it 
clear?; any question so far?; any doubt?; and who has not understood 
about......?”.The question was how the teacher’s questions and questioning technique 
predicted students’ involvement and knowledge construction based on constructivist 
approaches. It appeared that teacher’s questions and questioning techniques needed 
discussion in line with both CP and LCT beliefs. The questions asked did not seem to 
influence students’ reflective and critical behaviour as proposed by different scholars 
of CP and LCT. In other words, Agape’s evaluation of classroom instruction focused 
on students’ mechanical achievement in the respective instructional topics rather than 
development of students’ meta-cognition as supported by scholars from both CP and 
constructivist LCT across this thesis.  
Sigimba’s evaluation of classroom instruction suggested the need to build student 
performance and learning competencies in the prescribed instructional objectives. 
For example, in the topic of “human population”, the teacher’s evaluation of 
classroom instruction stated that by the end of the lesson a student should be able 
to:“Define population structure; describe the concepts of age and sex, birth and death 
rates; and show the influence of each population aspect on the population 
structure”.This kind of assessment implied that the teacher’s evaluation of classroom 
instruction was determined by students’ instructional achievement of predetermined 
instructional objectives and not their involvement in knowledge construction 
processes. 
With respect to in-class activities, during classroom observation, it was observed that 
Sigimba’s teaching practice varied from class to class. The nature of teaching 
orientation seemed to affect the teacher’s evaluation of instructional processes. It was 
evident that the more the teacher actively involved students in instructional 
processes, the more the chances he assessed his teaching practices. The change of 
teacher’s instructional approaches was seen to be influenced by student feedback 
from either individualised or group classroom activities. This could mean that, 
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effective teacher’s evaluation of classroom practices are determined by, the type of 
evaluation and the level of students’ engagement in the classroom processes. 
However, results from all research instruments regarding Sigimba’s evaluation of 
classroom instructional practices suggested elements of curriculum dominance in 
instructional processes. Therefore, like Marco and Agape, it appeared that Sigimba’s 
evaluation of classroom practices was shaped by the curriculum requirement which 
included the need to ensure students achieved learning intentions and competencies 
specified in the syllabus.  
Summary of data analysis from research site one 
Teachers demonstrated comparable perceptions and experience regarding 
implementation of LCT approaches. Throughout three case studies, teachers 
presented understanding of LCT based on students’ involvement in the teaching 
practices. Teachers however, presented pedagogical similarities and differences 
within instructional topics and from one topic to another. According to the findings, 
implementation of LCT encountered challenges ranging from the nature of 
curriculum, the medium of instruction, lack of instructional resources, and class 
sizes. Other challenges included teacher shortages; teachers’ limited understanding 
of students’ mental cognition; and the need for teachers’ in-service training for LCT 
and improvisation of instructional resources. Limited English proficiency and 
teacher-student power relationships were also significant pedagogical challenges 
observed. Across all case studies, it was evident that students’ culture was less 
considered in the teaching and learning processes. Lack of consideration of students’ 
culture affected in the same way the teachers’ effective implementation of LCT. 
 
Data analyses from research site two. 
Research site two comprised three cases namely: Amos, Daniel and Frida. Teachers’ 
perceptions and experiences regarding implementation of LCT geography curriculum 
were analysed based on research questions as follows: 
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Teachers’ understanding of LCT 
Case studies perceived LCT in terms of several factors namely: focus of classroom 
instructional processes; students’ prior knowledge; classroom activities; time 
assigned for students’ involvement; and teacher’s role in LCT. The main concern 
across case studies was students taking charge in the learning process. 
 
Besides the varied understandings of what is meant by LCT, Amos’ understanding of 
LCT focused on providing students with classroom activities and promoting 
students’ confidence. “LCT is when most of the activities in my classroom are done 
by students and my role as a teacher is to guide students to meet learning objectives 
as outlined in the syllabus”. Amos perceived. Amos conception of LCT fell under at 
least three pedagogical aspects. These were: students’ involvement in classroom 
activities; the teacher guiding students; and accomplishing learning intentions. The 
teacher’s understanding of LCT meant that the role of the teacher is that of a 
facilitator of students’ learning processes (Fosnot, 1996; Von Glasersfeld, 1995; 
Wink, 1997). Daniel on the other hand conceived LCT as based on the students’ 
construction of knowledge. For Daniel, LCT is when students have enough time to 
discuss, ask and answer questions under the teacher’s facilitation. According to the 
teacher, when students are provided with opportunities and enough time to share 
their prior knowledge and experiences, they can construct knowledge of the subject 
and prepare their own instructional notes. Daniel’s understanding of LCT implied the 
need to provide opportunities and time for students to make meaning of the subject. 
It also implied the need for application of instructional methods which promote 
students’ freedom and reflective practices, which, Dewey (1966) and Freire (1972) 
refer to as “praxis teaching”. Frida also presented her understanding of LCT as: “… 
teaching methods that place students at the centre of classroom instruction”. Based 
on the teacher’s understanding of LCT, it could be argued that students in LCT 
determine the teacher’s instructional practices, that is, the subject content to be 
taught, instructional objectives, instructional methods and resources, classroom 
activities and teachers’ evaluation artefacts.  
 
According to Frida, LCT requires students to participate in individualised or group 
based classroom activities, fieldtrips, and outdoor projects. Frida’s conception of 
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LCT exposed issues such as: students’ knowledge base; classroom activities and 
instructional resources; adherence to instructional objectives; and classroom 
management. Thus, in order to understand the implementation of LCT in Tanzania, it 
appears logical to discuss these pedagogical concepts in line with constructivist LCT 
beliefs.  
 
The understanding of LCT across case studies suggested one main shared 
pedagogical aspect, that is, a shift in instructional approach from teacher-centred to 
learner-centred. Teachers conceived the shift in teaching approach implied increased 
students’ involvement in the instructional process. However, case studies 
demonstrated variation in their understanding of LCT based on the level of students’ 
involvement. Case studies’ variation was determined by a range of similar factors 
which included: focus of classroom instruction and role of students’ prior knowledge 
in instructional processes; syllabus completion and the need for students to achieve 
instructional objectives; classroom organisation and management; instructional 
methods and resources; classroom activities; time for students’ involvement; and role 
of the teacher. It was noted that each case study presented an emphasis on some of 
these pedagogical aspects.  
Teachers’ pedagogical reasoning and decision-making during the 
planning process 
Findings across case studies portrayed pedagogical decision-making to be informed 
mostly by the subject syllabus. Other pedagogical aspects that influenced teachers’ 
pedagogical decision-making included: instructional time; the syllabus package; 
students’ instructional needs; students’ ability to respond to school and national 
examinations; class size in relation to students’ classroom activities; instructional 
resources and methods; and teachers’ evaluation artefacts. Though case studies 
presented pedagogical considerations in different perspectives and different tones, 
they all focused on students’ understanding of instructional topics as per instructional 
objectives.  
 
Findings by case study showed that Amos’ instructional decision-making ranged 
from consideration of students’ needs, subject topic content, and instructional 
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objectives. Other factors included availability of instructional resources, selection of 
appropriate instructional methods and strategies, consideration of students’ 
classroom activities, assessment protocols of classroom instruction, and instructional 
time for each subject topic. Teacher’s pedagogical reasoning and decision-making 
implies that implementation of LCT is a function of multiple factors. However, in 
accomplishing the classroom practices, the teacher needed to adhere to the subject 
syllabus and examinations format. This could mean that teacher’s decision-making 
processes were outcome-based and not process-based, neglecting students’ 
consideration in knowledge construction. According to the teacher, the syllabus 
provided instructional objectives which students needed to achieve before they sat 
for terminal or national examinations. Teacher’s teaching practice focused to help 
students pass their examinations and not to promote students’ critical perspectives 
and reflective teaching. Therefore, teacher’s consideration during planning for 
classroom instructional practices focused on the need for instructional practices to 
enhance students’ achievement of the readymade instructional objectives.  
 
Similarly, Daniel’s pedagogical decision-making was directed by the need for 
classroom instructional planning and practices to be tailored to both internal and 
external examination formats. It appeared that the syllabus not only dictated 
teacher’s instructional decision-making but also it was examinations oriented. 
“among other aspects, I consider students’ classroom tasks, teaching and learning 
resources, and the teaching and learning methods”. The teacher said. This meant that 
teacher’s preparation for classroom practices were reflected by the need to support 
students in order to be able to reproduce instructional objectives as guided by the 
syllabus. This is contrary to the CP which requires teachers to foster students’ 
understanding of the world based on their diverse experience and knowledge they 
bring to school (Dewey, 1916; Freire, 1970/1994; Simon, 1987). The teacher’s 
responses implied his instructional practices focused on enhancing students’ 
outcome-based performance and not on promoting problem-solving and critical 
thinking skills amongst students as advocated by critical theorists and constructivist 
theorists. 
Likewise, Frida’s pedagogical decision-making was influenced by the quest to meet 
curriculum instructional requirements. The teacher was concerned with the way the 
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syllabus was structured. She reported that the syllabus limited students’ sharing of 
their experience. According to the teacher, the syllabus was not only overloaded but 
it was also composed of topics which did not reflect students’ environment. In other 
words, the syllabus divorced integration of students’ cultural experience in the 
classroom practices. The teacher was also concerned with teaching large classes 
suggesting that it was challenging to think about classroom activities which would 
attract active involvement of students. The teacher pointed out that due to large 
classes she ended up designing large classroom tasks whose close follow-up and 
management was not effective. It appeared that class size was a significant factor in 
the effective implementation of LCT. 
 
In summary, teachers’ pedagogical decision-making during planning for classroom 
instruction practices demonstrated a focus on the syllabus and the need for students 
to acquire instructional competencies as per instructional objectives. All case studies 
presented pedagogical decision-making being determined by aspects such as: the 
nature of curriculum, class size, instructional methods and resources; classroom 
activities, instructional time, and evaluation artefacts.  
Teachers’ teaching practices 
Amos, Daniel and Frida presented similar pedagogical practices. Findings reported 
case studies to have profound academic grounding of geography as a subject which is 
significant in the implementation of LCT. Teachers demonstrated mastery of 
concepts and spatial distribution and relationships of geographical phenomena. 
However, teachers presented slight variation in the implementation of the LCT. 
Evidence for such differences can be seen in the level of students’ involvement in 
instructional practices.  
 
For example, Amos began the topic by having a discussion with students regarding 
previous topics. According to Amos, practices of previous topics served two 
purposes, namely: ensuring students were clear with the past topic in order to 
connect to the new topic and creating enthusiasm for participation in the lesson. This 
meant that the teacher was aware of the role of the students’ knowledge base and 
motivation in building understanding of new concepts and promoting students’ 
236 
 
dialogue and critical thoughts. According to the teacher, seeking students’ level of 
knowledge acquisition and including existing experience in the new topic intended to 
attract students’ attention and directed their thoughts to the respective instructional 
topic. Teacher’s integration of students’ prior knowledge in teaching seemed to 
enhance classroom organisation and management for improved classroom practices. 
 
Like Amos, Daniel commented that all instructional practices needed to respond to 
the instructional objectives provided by the syllabus. Just like Daniel and Amos, 
Frida experienced syllabus requirements to influence her instructional practices. It 
appears that teachers’ reliance on the syllabus objectives in their pedagogical 
practices limited their flexibility and involvement of students in the instructional 
processes. However, besides syllabus domination in the teachers’ pedagogical 
practices, setting of instructional limits for students could be an important 
opportunity for the teacher to promote students’ acquisition of geographical skills 
and experiences based on the educational priorities as enshrined in the Tanzania 
2025 development vision (GovURT, 2000). Nevertheless, an important question is to 
what extent such curriculum is inclusive of students’ diverse experiences. The 
answer to this question would inform us as to whether or not the nature of curriculum 
triggers or stifles implementation of LCT. 
 
Teachers were concerned that the geography syllabus was not only overloaded but 
also consisted mostly of instructional topics that did not reflect the students’ 
environment. Teachers’ experiences regarding implementation of the syllabus 
suggest the need for syllabus innovation in terms of its content in order to reflect the 
day-to-day students’ experiences thus promoting students’ engagement in the 
construction of knowledge. Furthermore, teachers’ experience over syllabus 
composition reflected the need to address both teacher and secondary education 
geography syllabi. This would enhance compatibility of instructional aspects within 
the syllabus and across disciplines and it would address the challenge of curricula 
mismatch between teacher and secondary education. 
 
Similarly, Amos, Daniel and Frida’s instructional practices used similar instructional 
approaches. The teachers’ used instructional methods including: lecture method; 
questions and answers; group discussion and take home assignments. Other 
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instructional aspects considered included: class size and instructional resources; 
students’ prior knowledge; and students’ class levels. Based on the findings, it was 
evident that the use of instructional approaches affected the practice of LCT in the 
same way. For example, Amos’ teaching practices showed little evidence of 
students’ involvement in either classroom, outdoor, or evaluation activities. During 
observation of classroom instruction, the teacher used mostly lecture and questions 
and answers methods. He rarely applied group discussion. Few students got chances 
to ask and reflect on some questions. Classroom observations demonstrated that the 
teacher began a lesson by asking students for feedback on a previous lesson. From 
observations, it was apparent that students lacked English grammatical and structural 
proficiency. Students made several grammatical and structural errors as they 
communicated their thoughts. The researcher observed that the teacher was also not 
fluent in English. The teacher sometimes had to code-mix and code-switch between 
English and Swahili. He reported that code-mixing and code-switching necessitated 
students to understand concepts and ideas of the topics. Based on this teacher, it 
appeared that a number of factors including availability of teaching resources, 
language barrier and class levels affected his teaching. Students’ lack of involvement 
due to inability to communicate effectively in English led to their alienation from 
their native language - Swahili - which they could otherwise have used to 
communicate their experience in the construction of the knowledge. Critical and 
cultural scholars argue that language is an important tool which individuals use to 
communicate their thoughts and cultural heritage including norms, values, and the 
way they relate to the environment (Gregg & Leinhardt, 1994; Lantolf, 2000; 
Vygotsky, 1986). Gay (2000) recommends the curriculum that is based on students’ 
language. He suggests that such a curriculum promotes students’ participation in 
building understanding of the world. Amos presented a number of challenges he 
faced in his pedagogical practices: “there are not enough trips because of financial 
difficulties. My class is overcrowded; I teach classes of over 80 students. It is hard to 
let all learners share their experience in the construction of knowledge” Considering 
the teacher’s challenges, it could be suggested that the school and classroom contexts 
shaped his teaching practices. It seems logical that in order to implement LCT 
effectively, school support and class size are important factors to be considered. 
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Regarding the preferred methods of classroom instruction, Daniel on the other hand 
reported: “depending on the class size, I prefer group discussion, question and 
answers and lecture method”. The teacher emphasised that: “due to the acute 
shortage of instructional resources and existence of large classes, I prefer mostly 
lecture method to the rest of the instructional methods”. Daniel’s lamentation 
suggested that the implementation of LCT was undermined by multiple factors 
including the nature of the classroom context. Teacher’s teaching practice was 
evidenced by his flexibility in approaches from teacher-centred to student-centred. It 
was noted that when the teacher gave students chances to share their experiences, 
students made critical reflections. For example, sharing an understanding of the 
hydrological cycle, one student observed: 
 
there must be an interdependence of the nature of the hydrological cycle 
processes that sustain the cycle. My opinion is that in any process such as: 
evaporation, transpiration, condensation, and precipitation, man is responsible 
for change of these processes hence affecting the hydrological cycle. 
 
The student’s contribution on the hydrological cycle suggested her acquisition of 
relevant experiences about geography and its related phenomena. It also suggested 
the student’s ability to relate knowledge across disciplines. Daniel’s reflection 
regarding implementation of LCT suggested his awareness of the need for students to 
work independently and that in such circumstances, the teacher’s role, as facilitator 
was critical. The teacher reported that teacher’s guidance was important in order to 
direct students’ reflections towards attainment of instructional objectives. The 
teacher’s instructional experience raised some pedagogical aspects, which needed 
discussion in line with LCT beliefs. These aspects included: class size; instructional 
resources; fiscal resources; instructional objectives and examination requirements; 
and time for teacher’s instructional planning and practices. According to the teacher, 
these pedagogical aspects determined not only the methods of instruction but also 
affected the level of students’ participation in the classroom processes. 
 
Frida presented subject topics integrating knowledge from different disciplines and 
communities. The teacher’s teaching practices on agricultural activities and their 
impact on socio-economic, cultural, and political development though dictated by 
teacher-centred approaches, were based on practical examples from the Tanzanian, 
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East African, African regions, and global contexts. Frida’s main concern was the 
teaching and learning environment, which seemed unsupportive in the 
implementation of LCT. When asked how she applied LCT approaches, the teacher 
observed: “apart from direct instruction, I organise group discussion, questions and 
answers sessions as well as field visits to let my students be actively involved and 
understand the lesson”. Teacher’s pedagogical practices could imply a mixture of 
teacher-centred and learner-centred approaches depending on the classroom situation 
and the need to orient students in the real world. Frida was much concerned that 
employing LCT lead to failure in completing the syllabus. The teacher reported that, 
it was necessary to complete the syllabus in order for students to do their 
examinations well and that was the mission of each subject department and the 
school in general. The teacher’s teaching experience suggested also that classroom 
instruction practices were focused on supporting students’ to achieve the 
instructional objectives including preparing them for examinations-teaching for 
outcomes and not for empowering students with a critical mind and reflective 
thoughts. Different from other case studies in this research site, the teacher, among 
other pedagogical aspects, information and communication technologies (ICTs) was 
considered critical in the implementation of the LCT approach. Classroom 
observational findings suggested existence of instructional environments which 
suppressed teacher’s pedagogical effectiveness. It was noted that some students did 
not concentrate in their discussion. Despite limited instructional resources as 
observed by the teacher, an unorganised and inappropriate management of students’ 
group discussion resulted in limited student participation in instructional processes 
contributing to an unfriendly classroom environment. This suggested the need to 
address classroom organisation and management in order to improve classroom 
practices. 
 
Based on the findings within case studies; the following pedagogical issues were 
raised: students’ involvement in instructional practices; curriculum content, 
relevance and examination base; teachers’ substantive and syntactic knowledge; 
classroom instructional activities; role of students’ existing experience in knowledge 
construction; and language use in LCT. Other pedagogical aspects included class 
sizes, instructional resources, and more importantly geography and secondary 
education curricula mismatch.  
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Teachers’ evaluation of classroom instructional practices 
Findings across case studies reported evaluation of instructional practices depended 
on students’ achievement in individualised assignments, weekly and monthly tests as 
well as students’ performance in term examinations. From the findings, it was 
evident that teachers assessed their pedagogical practices based on results of 
instructional processes and not instructional processes themselves. Such evaluation 
of pedagogical practices alienated students’ effective involvement in the evaluation 
processes. The CP, LCT theorists, and educators suggest teachers’ use of authentic 
assessment which are realistic, contextually based, and which stimulate students’ 
self-regulation and reflective practices. 
 
Based on the findings across research instruments, it was evident that teacher’s 
evaluation of classroom instructional practices took place mainly separately from the 
instructional processes. The main objective was to measure students’ achievement in 
the instructional objectives and not the instructional process itself. This implied that 
teachers’ understandings of LCT did not consider students’ involvement in the 
evaluation of classroom instruction. For example, when asked how he evaluated his 
instruction practices, Amos noted: “I usually use assignments and tests to determine 
whether students achieved the learning objectives or not. I alternatively work on 
other LCT methods in order to ensure students acquire all instructional objectives”. 
Based on teacher’s evaluation of classroom instructional practices, it was evident that 
timing of evaluation and pedagogical considerations not only isolated students from 
evaluation process but also the process of evaluation focused on specific readymade 
pedagogical objectives. This implies logically that neither the subject syllabus nor 
the teacher integrated students’ experience in the evaluation of classroom 
instructional practices. Teacher’s reflection regarding evaluation of classroom 
instruction informed further that outcome-based pedagogical results underpinned the 
evaluation process and not the in-process pedagogical practices as reflected by 
constructivist LCT beliefs. This presented discreteness between evaluation and 
teaching processes, accordingly, affecting students’ involvement in knowledge 
construction processes. In one of the teacher’s teaching evaluation artefacts, Amos 
presented evaluation of classroom instruction as follows: 
 
241 
 
The lesson was understood by 80 percent of the students. This is because: 
students participated well in the lesson by asking and answering questions 
posed to them, and performed well the assignment given regarding the topic 
of water cycle. 
 
The teacher’s evaluation of classroom instructional practices did not show the level 
of students’ engagement in the lesson and the degree of students’ performance in the 
respective assignments and/or tests. Teacher’s evaluation processes portrayed his 
focus on the instruction outcomes neglecting integration of students’ instructional 
diversity in terms of needs and experiences in the construction of knew 
understandings of the topics. LCT and CP theories require students throughout 
classroom instruction to be involved in critical thinking and problem-solving 
activities that support them to transfer and connect their experiences of the world 
(Dewey, 1966; Freire, 1970; Giroux, 1997; Roberts, 2010; Von Glasersfeld, 1996). 
Similarly, classroom instructional assessments need to be student-centred, that is, one 
which inform and regulate instruction and not sort-out students based on their good 
or poor performance. 
 
Like Amos, Daniel’s evaluation of classroom instruction included assessment of 
students’ involvement in instructional practices and performance across classroom 
activities. The teacher reported that students’ evaluation artefacts were designed to 
assess students’ achievement in the instructional objectives. When asked how he 
evaluated his classroom instruction practices, the teacher observed that: “I use 
questions and answers; I provide assignments and tests with immediate feedback”. 
The teacher reacted to a similar question that: “I assess my teaching processes by 
examining students’ performance on tasks given and their ability to theorise and 
recall the formal tasks provided”. The types of teacher’s assessment of classroom 
instruction implied students’ involvement and performance in the subject topics 
formed the underpinning assessment criteria. However, the teacher seemed to 
involve students in some instances of classroom instruction when he observed: “I 
usually administer questionnaires and interview checklists to students in order to find 
out the difficult areas. I also assign tests and check students’ feedback regarding the 
subject matter”. The teacher argued that before he could start a new topic, he was 
interested in understanding what students already knew about the topic. He suggested 
that he had to re-teach any area of difficulty if students seemed not to understand the 
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respective instructional aspects. It was evident those students did not participate 
considerably in the evaluation processes. Most evaluation activities were done 
separately from the instructional processes with the aim of assessing whether or not 
students achieved the instructional objectives as per the syllabus guidance.  
 
Frida’s evaluation of classroom instruction was also based on what went on amongst 
students. The teacher preferred questions and answers method to other evaluation 
tools. Her preference of questions and answers method was seen during classroom 
observation. As she lectured a particular topic, the teacher asked questions: 
“understood, or any question so far? Some students replied ‘yes’ others ‘no’”. She 
then invited students to clarify the respective concepts. Students who needed some 
more clarification about a particular aspect raised their hands and the teacher gave 
them chances to ask or say what they wanted to share. Implied in the teacher’s use of 
questions and answers evaluation technique, is how informative and inquisitive were 
the questions the teacher asked students? How the timing of students’ responses did 
promote their critical thinking and reflective practices? What about those who did 
not participate in asking or answering questions? What could be said about the effect 
of language on students’ involvement in the evaluation processes? All these 
pedagogical aspects needed to be discussed as they seemed to affect both teacher’s 
and students’ evaluation of classroom practices. However, contrary to Amos and 
Daniel, Frida seemed to involve students, though not all, in the evaluation of 
classroom instructional practices. The teacher accounted lack of involvement of all 
students in the evaluation of classroom instruction was attributed to time limitation 
and students’ inability to communicate effectively in English. Nevertheless, the need 
to accomplish instructional objectives underpinned Frida’s evaluation methods of 
classroom instructional practices. This was also reported in the teacher’s evaluation 
reports. Reporting on the topic: factors affecting agricultural development in East 
Africa, the teacher wrote: 
 
The topic was understood by approximately 95 percent of all students in the 
class. The lesson achievement was evidenced by students’ participation in the 
class sharing their experience regarding agricultural aspects in general and 
factors affecting agricultural development in East Africa in particular. 
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It was evident that teacher’s reflection on classroom instruction was based on 
students’ performance–outcome-based - across a range of classroom activities. It 
appears that the focus of the teacher’s evaluation was to support students to achieve 
the instructional objectives and not to teach them how to build new conceptions of 
ideas and concepts based on their prior knowledge and diverse experiences as 
advocated by critical theorists and constructivist theorists.  
 
In summary, findings suggested teachers’ evaluation of classroom instructional 
practices used evaluation tools such as questions and answers, group and 
individualised assignments, and examinations oriented. Based on findings, it 
appeared that teachers’ evaluation of classroom instruction took place mostly at the 
end of the instruction processes and that students were rarely involved in the process. 
Lack of students’ effective participation in the evaluation process alienated students 
from sharing their experiences and their participation in the construction of 
knowledge.  
Summary of data analysis from research site two 
Based on the research findings, case studies demonstrated variation in their 
understandings of LCT and its implications for the instructional practices. Case 
studies’ variation about the constructivist LCT affected their pedagogical reasoning 
and actions. Nevertheless, findings demonstrated similar pedagogical aspects to 
underpin teachers’ instructional practices. These instructional aspects included the 
syllabus; instructional methods, resources and facilities; students’ class levels and 
class sizes; English as a medium of instruction; and classroom activities. Other 
instructional aspects underpinned teachers’ pedagogical practices included: 
instructional time and the need to consider and integrate students’ prior knowledge in 
instructional practices. However, case studies were sceptical regarding effective 
implementation of LCT considering the nature of the curriculum and the general 
instructional contexts which did not favour students’ active participation. According 
to the findings, case studies and students were dispossessed from the curriculum and 
curriculum materials and this adversely affected the implementation of LCT. 
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Data analyses from research site three 
Research site three comprised three case studies namely: Steven, Heri and Gregory. 
Teachers’ perceptions and experiences regarding implementation of LCT geography 
curriculum were analysed as follows. 
Teachers’ understanding of LCT 
Teachers presented their understanding of LCT in terms of interaction in teaching 
practices and teaching the subject matter from what students already know to what 
they don’t know. Though teachers suggested a varied understanding and emphasis of 
LCT, they all focused on increasing chances for students to share their thoughts 
about the topics.  
 
For example, Steven understood LCT as:“… an active interaction between teachers 
and learners and among learners. It also includes interaction between learners and 
subject content and the teaching and learning materials”. Teacher’s understanding of 
LCT implied the kind of teacher-student relationship in the teaching process. That is, 
in CP terms, the teacher-student power relations where each individual has equal 
stake in constructing meaning of the world. It implies that to realise students’ 
effective involvement in the knowledge construction, there should be a classroom 
democracy where a teacher and the students freely communicate their thoughts about 
the topics. Based on CP, LCT should promote students’ active involvement through 
meaningful dialoguing (Freire, 1970/1998; Hershkowitz et al, 2001; Pennycook, 
1999). Teacher’s perceptions of LCT also reflected the role of teaching resources for 
improving classroom practices.  
 
Heri described LCT as the type of teaching method whereby a teacher starts from 
what his /her students know to unknown. The teacher reported to stimulate students 
using question and answer method or assigning tasks to his/her students in groups 
and giving them opportunities to present what they have discussed. Teacher’s 
understanding of LCT seems to suggest the role of the teacher, that is, to encourage 
students to discover and construct knowledge by themselves. According to the 
teacher, student construction of knowledge and/or discovery occurs when the teacher 
and student engage in an active dialogue-Socratic teaching. It could also mean that in 
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LCT environment, teachers should present information to be learned in an 
appropriate format for the learner’s current state of understanding. This is also how 
Gregory conceptualised LCT. 
 
According to Gregory, LCT is a type of teaching approach where the teacher 
explores what his students know about the subject matter before actual facilitation of 
the topic. The teacher perceived that in LCT, learners are provided with more 
chances to reflect on what they understand about the subject. This is based on the 
premises of CP. Critical theorists argue that when students are involved in critical 
reflection about the subject matter, they are in a better position to transfer and 
integrate their prior knowledge and experiences across disciplines and beyond the 
school. In this way, students are involved in meaningful knowledge construction that 
is worthwhile in informing and transforming the society (Freire, 1970; Giroux, 
1997). However, the teacher reported that with LCT, students considered they know 
more about the topics than their teachers and that the teaching approach caused 
severe classroom disorder. Teacher’s anxiety about LCT could imply teachers’ desire 
for a continued teacher-student authoritative relationship, the banking model of 
teaching, and discontent against the implications of LCT in the classroom practices 
such as the transfer of instructional authority. It also suggests the need for 
understanding of the concepts of classroom management and organisation in relation 
to LCT.  
 
Findings across case studies presented pedagogical aspects which needed discussion 
in order to argue the implementation of LCT in Tanzanian secondary schools. They 
include the role of students’ prior knowledge in the knowledge construction; 
students’ involvement in teaching; syllabus composition and time management. 
Other pedagogical aspects include teacher-student power relations; classroom 
organisation and management; teacher-student ratio; and instructional methods and 
resources.  
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Teachers’ pedagogical reasoning and decision-making during the 
planning process of classroom teaching 
The findings indicated teachers’ quest to facilitate students with specific skills and 
knowledge in order to achieve the instructional objectives. In order to facilitate such 
instructional objectives, each teacher considered some pedagogical aspects deemed 
significant.   
 
According to Steven, his pedagogical decision-making focused on the active 
engagement of students in the classroom processes. The teacher emphasised his 
focus regarding pedagogical decision-making observing that: “when making 
instructional decisions, my main concern is to support students in the construction of 
knowledge”. This seems to indicate the teacher’s awareness that individuals 
construct their own conception of the world and that teacher’s role is to create 
classroom conditions that promote students’ involvement in the classroom processes. 
The teacher reiterated that he was keen to ensure instructional decision-making 
reflecting the instructional topic and specific objectives as guided by the syllabus. In 
order to plan classroom instruction effectively, the teacher was concerned with some 
pedagogical aspects such as instructional resources and methods, instructional 
strategies and techniques, the use of a Socratic questioning method and student’s 
classroom activities. The teacher’s concern was that he was required to tailor his 
decisions based on the syllabus requirements regardless of its lack of relevance to the 
students’ contextual experience. According to the teacher, the syllabus dominance 
adversely affected students’ participation in the classroom processes. Against 
curriculum domination, one of the premises of CP is that, curriculum and curriculum 
materials should be based on the students’ day to day life, and experience and that 
teachers should use different instructional approaches to enhance learning to all 
students (Degener, 2001). This suggests the need to address the challenge of 
curriculum if the implementation of LCT should become a reality. Similarly, Heri’s 
consideration during pedagogical decision-making focused on the achievement of 
instructional objectives and building instructional competencies among learners.  
 
Gregory’s pedagogical decision-making was reflected in the lesson objectives and 
the proposed learners’ competencies to be achieved. Other instructional aspects 
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considered included: availability of teaching and learning resources; learner’s prior 
knowledge; teacher’s and students’ classroom activities; and the syllabus package 
with respect to instructional time.  
 
In short, teachers’ pedagogical decision-making during planning for classroom 
instruction raised issues including the nature of the syllabus and syllabus materials; 
instructional time; students’ prior knowledge and knowledge construction; and 
instructional methods and resources. Other pedagogical aspects include: 
consideration of instructional context; classroom organisation and management; and 
instructional activities. These pedagogical aspects are analysed in line with other 
aspects across research questions leading to the development of key themes for 
discussion in the following chapter.  
Teachers’ teaching practices 
Case studies demonstrated concern about implementation of LCT focusing on 
students’ involvement in the teaching processes. Case studies however varied in 
terms of pedagogical emphasis with regard to student involvement. While Steven’s 
practices focused on facilitating students to construct knowledge on their own, Heri 
focused on exposing students to real environments. Heri was also concerned with the 
role of students’ background knowledge in building understanding of new 
geographical concepts and ideas. Gregory was concerned with the use of 
participatory teaching methods such as questions and answers and group work in 
order to promote knowledge construction amongst students. Nevertheless, teachers’ 
experiences of LCT suggested their understanding of the need for students to 
participate actively in the construction of new conceptions of the topics based on 
their existing experiences (Brooks &Brooks, 1999). According to Brooks and 
Brooks, teachers who practice LCT based on constructivist teaching orientation 
would mainly promote autonomy among learners. They state that autonomy 
encourages learners to work independently in the struggle for knowledge 
construction. Based on CP, students’ pursuits for knowledge construction are 
enhanced by their existing life experience and prior knowledge of the topics. 
Therefore autonomous learners would learn effectively when teachers and the 
learning environment promote students to freely construct knowledge out of their 
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diverse experiences, learning needs, and prior knowledge (Kincheloe, 2005; 
McLaren, 2003; Shor, 1996). 
 
Heri for example was concerned with seeing students receive first-hand information 
regarding the topics. Based on teachers’ interview findings, students were motivated 
with classroom instruction that exposed them to the real geographical phenomena 
and which allowed them to link the phenomena with their experience. The teacher 
further reported that when students were involved in the construction of knowledge, 
the classroom instruction was active since students shared freely what they 
understood regarding the subject matter. The teacher suggested his application of 
LCT stating that:  
I apply learner-centred teaching principles by involving learners in the teaching 
processes and using teaching and learning facilities such as maps, students’ 
classroom demonstrations, real objects, fieldtrips whereby students get exposed 
to the actual environment.  
 
The teacher reiterated the preferred instructional methods including: questions and 
answers, fieldtrips, guest speakers, group assignments and lecture methods. 
Classroom observation findings demonstrated the teacher’s use of questions and 
answers, lecture methods and take home assignments. In all observation sessions, the 
teacher introduced the lesson using questions and answers. Volunteering students 
reflected the subject matter sharing what they knew about the instructional aspects. 
The researcher observed that students volunteered to share their experience 
especially when given chances. However, teacher’s wait-time for students to respond 
to questions seemed to be limited. The teacher interrupted volunteering students 
before they could finish reflecting about a particular geographical aspect. According 
to the teacher, the aim was to ensure many students got chances to share their 
experience without compromising the limited instructional time. It was also observed 
that some students did not get involved either in answering questions or asking 
questions. The teacher commented that some students lacked sufficient English to 
communicate their thoughts. He reported to experience difficulties involving all 
students using oral questions and answers. 
 
Gregory presented his application of questions and answers and group activities in 
order to influence students’ participation in the instructional practices. According to 
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the teacher, the focus was to promote students’ engagement in the instructional 
processes. The teacher experienced students’ motivation to learn when they were 
given opportunities to perform instructional activities. The teacher’s experience 
regarding LCT classroom practices posed issues of students’ guidance and 
motivation. According to the teacher, LCT needed students to be guided and 
encouraged to participate effectively in the instructional processes. The teacher 
shared that the teacher was responsible to shape students’ thinking in a manner that 
knowledge was created within the framework of the syllabus requirements. 
 
Gregory’s classroom observations were evidenced by students’ active participation in 
the instructional practices. Many students volunteered to reflect on the questions 
posed by the teacher and other students. Volunteering students were able to connect 
the instructional aspects with their lived experiences. Integration of students’ 
experience occurred mostly when the teacher broke the subject topic into bits and 
then asked students to reflect on it from what they already knew. The teacher 
believed that when the student linked his/her existing knowledge to the instructional 
topic, the student was able to make conception of the respective topic and build 
longer lasting memory. It was experienced that the teacher always related students’ 
reflections with socio-economic and political situations in Tanzania, Africa and 
across the world.  
 
In the implementation of LCT, teachers were concerned with the challenges that 
constrained students’ involvement in the instructional processes. According to 
Steven, the structure and composition of the syllabus, lack of geography teaching 
resources and teaching in inclusive classes created challenges which needed to be 
addressed. The teacher reported that the syllabus not only presented repetition of 
some topics, but also presented confusion in conceptual understanding of some 
geographical concepts. The teacher mentioned confusion in the composition of the 
‘Earth structure’ among authors as one of the examples. Heri noted challenges he 
faced stating that: “I teach in overpopulated classes ranging from 70-100 students per 
class. There are no text and reference books”. The teacher experienced that it was 
very challenging to implement LCT approaches given the instructional context which 
did not favour students’ involvement in classroom practices. As for Steven and Heri, 
Gregory presented challenges that constrained effective implementation of LCT. The 
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challenges ranged from teaching in large classes with resource constraints, teaching 
in inclusive classrooms, lack of language proficiency amongst students, and the 
nature of the curriculum and syllabus overload. Other instructional challenges 
according to the teacher were the misconceptions by authors in some geographical 
concepts and/or phenomena and the limited instructional time. Based on teachers’ 
experiences, it appears that the instructional delivery contexts in Tanzanian 
secondary schools are not supportive for effective implementation of LCT. As 
presented by similar studies, implementing LCT in Tanzania implies the need to 
employ an integrated approach to address challenges facing teachers in their 
pedagogical practices. Therefore, it is presumed that, addressing those challenges 
will motivate teachers to implement the mandated LCT geography curriculum. 
Students will also be in a better position to participate effectively in the classroom 
processes. 
 
The researcher’s field experience showed that apart from teacher-centred methods 
teachers predominantly relied on the questions and answers and group discussion. 
Besides reliance on those instructional methods, more often, teachers initiated 
questions and discussion problems for students. This implied that students’ sharing 
of experience was narrowed to the kind of questions and problems teachers posed to 
them. The researcher experienced also that teachers did not provide enough time for 
students to reflect on a particular instructional concept. Teachers’ questioning and 
the nature of group discussion did not provoke critical and creative thinking among 
students as advocated by CP theory and constructivist theorists. Teachers asked 
closed questions which were limited to short answers such as ‘yes’ and ‘no’ answers; 
sometimes questions required students to provide brief explanations. Examples of 
teachers’ questions included: ‘is it understood?’; ‘is it clear?’; or ‘who can 
define…?’ Organisation of group discussion did not encourage students’ effective 
participation. The researcher experienced that few students participated in group 
discussion. Student participation in group discussion suggested teacher’s lack of 
classroom organisation and management consequently attracting students’ lack of 
attention and focus. It was also experienced that class sizes attracted large group 
discussion which demanded teachers’ creativity and classroom organisation skills for 
effective LCT.  
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From the researcher’s field experience and LCT based on the lenses of CP, it could 
be suggested that effective implementation of LCT requires teachers’ thorough 
understanding, creativity and practical experience of multiple LCT methods. It also 
implies that a teacher needs to understand students’ diverse, instructional needs, 
experiences and methods especially in contexts with large classes. More importantly, 
the teacher needs to understand what it means by LCT in terms of teacher-student 
power relationship. 
In summary, the findings presented pedagogical aspects that needed further 
discussion. They include: curriculum relevance; teachers’ understanding of 
constructivist LCT; instructional resources; teaching and learning using locally 
available resources, abbreviated as TALULAR; and LCT methods. Other 
pedagogical aspects include: classroom organisation and management; teacher-
student power relations; and the level of students’ involvement in the instructional 
practices.  
Teachers’ evaluation of classroom instructional practices 
Teachers evaluated their classroom instruction practices based on students’ 
achievement of learning intention as guided by the syllabus, students’ participation in 
the lesson and feedback from the students’ facial expression. Teachers modified their 
practices depending on students’ feedback. For example, responding to the question 
asked how teachers assessed their classroom practices; Steven reported to consider 
students’ performance on the instructional objectives. He suggested the use of 
different questions within the instructional topic to see if students’ reflections 
presented evidence of knowledge acquisition based on the proposed instructional 
objectives. The teacher added that students’ facial expression also informed him as to 
whether the subject topic was understood or not. The teacher stressed about students’ 
facial expression stating that:“ students’ facial expressions with glittering eyes can 
tell me if they have understood the concept or not”. 
 
Heri reported to assess classroom instruction focusing on students’ participation on 
the reflection of the subject matter. The teacher reported to use questions and 
answers, quizzes, and monthly tests to evaluate the achievement of the instructional 
objectives. He added that whenever necessary, he administered students with 
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individual classroom tasks or take-home assignments and checked for students’ 
responses. Likewise, Gregory reported to evaluate classroom instruction based on the 
extent of student involvement in the classroom processes and performance in tests 
and term examinations. Gregory stated: “I focus on the role played by students 
during classroom instruction sessions especially in answering questions, student 
contribution in group-based activities and student reflection on the subject matter 
across disciplines”. The teacher also suggested using classroom tests and take-home 
assignments in order to assess the achievement of instructional objectives and thus 
making informed pedagogical decisions.  
Based on case studies’ interview responses, teachers’ evaluation of classroom 
instructional practices suggested an outcome-based evaluation which was not 
interwoven in the instructional processes. More often, teachers’ evaluation of 
teaching practices was examinations oriented, that is, it did not take into 
consideration students’ acquisition of knowledge based on their abilities to reflect 
and integrate the learned geographical concepts and phenomena beyond the school 
boundary. According to Nyerere (1967), the practice of educational process should 
focus on “learning for life”, the kind of education which promote creative and critical 
thinking skills as well as problem solving abilities among learners and thus building 
instructional competencies in the individual learners. The major objective of 
classroom processes according to Nyerere is to empower and integrate the individual 
in her/his society. This means that teachers’ classroom evaluation should challenge 
students’ understanding of geographical aspects beyond achievement of syllabus 
instructional objectives and preparation of students for tests and examinations. 
Evaluation of LCT needs to be realistic and contextually based, and promote teacher 
and students’ self-regulation, critical thinking, and reflective practices. 
Based on the findings, it appears that student’s performance in the teachers’ 
evaluation artefacts formed teachers’ criteria during the evaluation process of their 
instructional achievement and thus regulated their instructions accordingly. For 
example, Steven’s evaluation of classroom instruction stated that: 
 
The lesson was understood by 75 per cent of students. This is because students 
participated well in the lesson by asking and answering questions posed to 
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them. Students performed well in the assignment given regarding the 
hydrological cycle. 
 
Similarly, Heri’s evaluation of classroom instruction was presented as: “the lesson 
was well understood by 95 percent due to the following reasons: the students 
participated well in asking and answering questions; and did well in the assignment 
provided”. As for Steven and Heri; Gregory reported evaluation of classroom 
instruction practices as: 
The lesson was well understood by 97 percent due to the following reasons: 
successful classroom instruction processes, students participating well by 
asking and answering questions; and reflecting the subject matter across 
diverse learning experiences.  
 
This kind of evaluation suggested teachers’ reliance mostly on the instructional 
outcomes based on the syllabus objectives and not the students’ learning processes. 
Based on CP theory, teachers as transformative intellectuals need to use 
transformative, critical and/or emancipatory ways that fully engage students in the 
evaluation of classroom practices (Giroux, 1997; Wiggins, 2006). This means that 
teachers’ evaluation of pedagogical decision-making and practice should involve 
students in critical analysis of geographical concepts and phenomena based on their 
contextual experience and knowledge base. In this way, students will be able not 
only to link what is learned in school with the reality but also they will apply the 
knowledge in their everyday life-learning for living. 
 
In conclusion, it could be said that all case studies demonstrated similar features 
regarding evaluation of their teaching practices. Findings across case studies 
suggested teachers’ evaluation artefacts to include: oral questions and answers; tests, 
quizzes and internal examinations; group activities, and take home individualised and 
group assignments. According to the findings, teachers evaluated their instructional 
practices based on the extent of student performance in the respective evaluation 
artefacts. Teachers thus modified their instructional practices depending on the 
evaluation results. This implied that evaluation of classroom instruction was separate 
from the teaching practice itself lacking the interwoven nature of evaluation and 
teaching consequently impacting adversely on the practice of LCT.  
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Summary of data analysis from research site three 
Findings across case studies suggested teachers’ understanding of LCT from the 
viewpoints of students’ participation in the classroom practices and knowledge 
construction, consideration of students’ prior knowledge, and teaching the subject 
based on the students’ existing knowledge and experiences. According to the 
findings, pedagogical decision-making processes by all case studies reflected 
instructional competencies students needed to acquire as outlined by the subject 
syllabus. Findings demonstrated case studies’ evaluations of classroom instruction 
were underpinned by teachers’ need to achieve instructional objectives. Accordingly, 
the teachers evaluated achievement of their instructional objectives based on the 
students’ level of involvement in the instructional processes and performance in 
instructional evaluation artefacts. 
 
Overall, an analysis of findings presented issues which required further discussion in 
order to better understand geography teachers’ perceptions and experiences in the 
implementation of LCT approaches in Tanzania. The issues which emerged were 
classified in two groups. The first group included those aspects needed discussion in 
order to understand their influence on the teachers’ pedagogical reasoning and 
decision-making processes. In this group, the aspects raised include: teachers’ 
understanding and the contested nature of the LCT approach; teachers’ substantive 
and syntactic knowledge; language and cultural-context in LCT; teacher-student 
power relation; and classroom organisation and management. The second group 
included issues seemingly to adversely impact teachers’ implementation of LCT 
approaches. The researcher identified these issues as challenges/dilemmas in the 
effective implementation of LCT approaches. They included: teachers’ surface 
understanding of LCT as reflected by the constructivist learning theory and CP 
theoretical framework; teachers’ predominant use of teacher-centred teaching 
approaches with minimal evidence of LCT features; teachers’ lack of integration of 
learners’ culture in their classroom practices; and limited English proficiency among 
teachers and students. The other dilemmas discussed include: class sizes, curriculum 
design, and teacher shortage; shortage of instructional resources; teachers’ 
objectives and examination-based evaluation of classroom practices as opposed to 
competence-based evaluation; teachers’ lack of in-service training regarding LCT 
255 
 
approaches; teachers’ lack of motivation in the implementation of LCT approaches; 
lack of cultural-context curriculum relevance; and evidence of limited LCT beliefs 
within the mandated curriculum documents and teachers’ portfolios. These themes 
are discussed in chapter seven. 
Generally, chapter six presented data analysis and the themes that emerged within 
and across case studies. Therefore, chapter seven presents a discussion of the 
findings based on the major themes that developed within the perspectives of the 
related literature. 
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CHAPTER 7 
 
DISCUSSION OF FINDINGS 
Introduction 
This chapter discusses the major aspects advanced in the findings analysis, chapter six. In 
order to successfully present a discussion of the themes, teachers’ perceptions and 
experiences about LCT are discussed and critiqued within literature of a CP theoretical 
framework and constructivist view of learning. The chapter is organised into three main 
sections: the first section presents the contestation of significant pedagogical aspects-
constructivist view of knowledge, role of language and cultural context in LCT, teacher-
students’ power relation, and the nature of the curriculum. Other aspects raised include: 
teachers’ substantive and syntactic knowledge and classroom organisation and 
management.The second section discusses the perceived LCT dilemmas: language barrier; 
class sizes, curriculum design, and teacher shortage; and shortage of instructional resources. 
Other dilemmas considered herein include: lack of in-service training for LCT and cultural-
context curriculum relevance. The third section is a summary of the chapter.  
The contestation of selected themes 
Constructivist view of knowledge construction 
As discussed in the previous chapters, teachers demonstrated different understandings of LCT 
and how knowledge construction occurs in a learner-centred classroom. Teachers’ varied 
understanding of LCT and knowledge construction influenced their pedagogical decision-
making and practices. Two teachers viewed LCT as a westernised teaching approach which 
instils students with a culture of disrespect; four teachers understood LCT as an instructional 
approach that transfers authority and power from the teacher to the student. Three teachers 
conceived LCT is when students are actively involved in the creation of knowledge through 
different classroom activities which allow them to share their existing experiences. Despite 
the variations, all nine teachers demonstrated their conceptions of LCT to be directed mainly 
at students taking a participatory role in the teaching process.  
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Teachers’ different conception of LCT and how knowledge construction occurs characterised 
most of their teaching practices. They mainly conceived LCT in terms of the methods of 
teaching, that is, participatory methods as opposed to non- participatory ones. The research 
findings suggested that teachers’ pedagogical decision-making and practices were limited by 
their understanding of LCT approaches. This is supported by the literature which suggests 
that teachers’ thinking and beliefs influence their teaching practices (Wilhelm & Li, 2008). 
Despite teachers’ varied interpretation of knowledge construction in LCT environment, their 
classroom practices focused at achieving instructional objectives as per subject syllabus 
guidelines. Teachers perceived that their pedagogical decision-making to be directed by the 
subject syllabus which not only instructed them of what and when to teach, but also 
suggested how they should teach the content. This could mean that, the curriculum 
documents also influenced teachers’ teaching practices. Therefore, teachers’ varied 
conception of LCT and how knowledge construction occurs suggested the need for a 
common understanding of LCT among teachers. Teachers’ acquisition of a common 
understanding of LCT might consequently influence its effective implementation. According 
to Richardson et al, (1991) a change in a teacher’s beliefs precede a change in his/her 
practice. This would mean that effective implementation of LCT in Tanzania will be 
influenced by the way teachers perceive and understand an LCT as an instructional approach. 
As opposed to the teachers’ interpretation of knowledge construction in LCT environment, 
the aim of LCT is to enhance students’ learning. Thus, while the constructivist theorists 
emphasise the need for LCT to provide opportunities for learners to construct their own 
knowledge (Tabulawa, 2004), CP theorists emphasise power sharing between the teacher and 
students (Freire, 1970; Giroux, 1997; McLaren, 2003). They see that when the teacher and 
students are engaged in a democratic dialoguing, students are empowered and therefore have 
greater chance to integrate their lived experiences in making conception of the topics.  
Agape, Sigimba, Steven, and Heri viewed that students in LCT environments influenced 
teachers’ decision-making processes - teachers’ teaching practices based on what students 
need, their diverse experiences, and prior knowledge. Teachers considered LCT as an 
instructional approach that aimed to provide students with instructional authority and power. 
Teachers experienced LCT to undermine them as subject experts and trained individuals. 
Based on these teachers, students needed to exercise instructional autonomy - being in charge 
of their learning. They perceived teaching that followed LCT approaches deteriorated the 
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learning environment in that the approaches promoted disruptive behaviours amongst 
students.  
Teachers’ perception of LCT as a transfer of power to the students suggested their affection 
for the teacher-centred approach which considers teachers as the only source of knowledge 
(Tabulawa, 2004). Teachers’ perception of LCT also demonstrated the Tanzanian long-
standing cultural belief that demands children to listen and respect their elders. However, the 
need to give students opportunity to take control of their own learning does not need to mean 
teachers’ loss of power and respect, rather, making knowledge construction a shared activity. 
Freire (1972) observes this when he notes that learners are not blank slates, suggesting that 
they have diverse experiences and prior knowledge based on their living contexts which 
sometimes their teachers would not know. Freire’s observation could also mean that LCT 
requires geography teachers to promote students’ use of their diverse experience to construct 
knowledge of the topics. According to Freire, students’ experiences are a major catalyst in the 
knowledge construction and therefore teachers need to use instructional approaches and 
create learning environment that provide learners with chances to use their experience and 
prior knowledge as a basis for knowledge construction (Freire, 1972). Therefore, for critical 
pedagogues, knowledge construction in LCT is understood by the way teachers actively 
involve students in reflective practices, and connect the topics to the students’ lives. More 
importantly, based on the findings and the literature review on teachers’ conception of LCT 
and a constructivist view of knowledge construction, there is a need for a syllabus and 
syllabus materials to provide teachers’ flexibility in their pedagogical practices - provide 
teachers’ freedom in their pedagogical decision-making, therefore tailoring the topics to 
students’ needs, interests, and their prior knowledge and experiences.  
Language and cultural-context in LCT 
There is a fundamental relationship between language and culture. Language is more than 
just a code; it also involves social and cultural practices of interpreting and making meanings 
(Lantolf, 2000). Individuals use different languages to communicate about their cultures. 
Equally, the research found that the language of instruction and both teacher and students’ 
culture to constitute a significant factor for LCT practices. When teachers tailored the subject 
to students’ experiences using simple language structures and instructional resources such as 
maps and models, classes were active. Many students volunteered to share their experiences 
relating to the subject matter topics while providing examples of different geographical 
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phenomena from their home settings. For example, one student shared her concern for how 
the physiological and biological factors influenced agricultural development observing that: 
We are told, back at our home (Isimani Ward) in the past three decades the soil was 
very fertile. The natural fertility of the soil allowed our parents to grow maize and 
harvest in abundance without applying agrochemicals such as fertilizers and pesticides. 
Unlike those days, nowadays, the same people suffer from persistent hunger due to the 
reason that they harvest very little despite application of fertilizers and other farm 
inputs. 
According to this student, the situation could have been accelerated by climate change that 
had been occurring over the years thus adversely affecting the soil productivity. This kind of 
student reflection was enhanced by the kind of questions teachers asked using the language 
that students easily understood and directing the questions to students’ cultural contexts. 
Contrary, in some classes where teachers dominated classroom instruction practices, students 
became recipients of instruction. Teachers’ accounts of classroom domination were caused 
by students’ lack of English language proficiency which resulted in fear and passively 
engaging in the lessons. Teachers reported that they resorted to either code-switching or 
code-mixing between English and Swahili in order to facilitate students’ understanding of the 
concepts or using a lecture method for timely completion of the instructional topics. On the 
role of language regarding LCT in geography classes, Gregg and Leinhardt (1994) state: 
Geography uses the language of maps to communicate ideas about the context and 
distribution of phenomena and processes important for human decision, issues of 
scales, the dynamic nature of phenomena, and cultural perspectives. The formal 
language of geography is maps, which represent not only geographic features but also 
thoughtful compromises about the representation of global features (Gregg and 
Leinhardt, 1994, p. 328). 
This implies that geography teachers need to facilitate and encourage students to use maps 
and relevant instructional models in order to stimulate students’ reflective thinking about the 
subject matter. When students are actively engaged in reflective practices they communicate 
their thoughts consequently participating effectively in the construction of knowledge. 
Teachers’ use of maps and related geographical models provoke students to think about the 
appropriate language in order to communicate their experience regarding the subject matter.  
Based on the findings, geography teachers in Tanzania believed geography curriculum lacked 
integration of Tanzanian traditional cultures including language and curriculum relevance. 
They experienced that geography curriculum and English limited students’ active 
involvement in the classroom practices. Teachers perceived language and the context-based 
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curriculum as valuable sources of curriculum content, and as a base for understanding and 
effective implementation of LCT in Tanzanian schools. Therefore, as a result of language and 
cultural limitations of the curriculum, the study reported all teachers’ pedagogical decision-
making and practices were influenced by the readymade course content and teaching 
guidelines which alienated students’ cultures. Thus, teachers predominantly used teacher-
centred approaches to help students not only to be able to perform some specified 
instructional objectives, but also to be able to pass both internal and external examinations. 
Gay (2000) calls for teachers’ teaching that is directed to the students’ culture. According to 
Gay, culturally responsive instructional practice would require teachers’ use of learners’ 
culture, prior experiences as well as learners’ learning styles to make learning more effective 
and appropriate.  
Therefore, in order to promote students’ communication of their thoughts, teachers need to be 
involved in reflective teaching connecting the topics to the students’ lives. Reflective 
teaching emphasises teachers’ creativity, artistry, and context sensitivity (Harris, 1998). It 
also involves teachers’ consideration of students’ extensive and diverse experience from their 
cultural context thus giving students opportunities to reflect and make meaning of the subject 
matter out of their rich experience.  
Teacher-student power relation in LCT 
Findings from interview schedules and classroom observation sessions suggested that the 
nature of teacher-student relationships in the classroom can either promote or impede LCT 
practices. This was attested by all nine case studies where they perceived effective teaching 
in LCT geography classes occur when there is a collegial relationship between teacher and 
students. According to the case studies, LCT requires balanced and harmonious teacher-
student power relationships such that teachers transfer teaching authorities to students in a 
manner that students control their learning under the teachers’ guidance. The teachers’ beliefs 
about teacher-student power relation in LCT classroom is also presented by the CP 
theoretical framework based on the premise that students in LCT classroom, should be 
engaged in a meaningful and free dialogue that creates and recreates multiple understandings 
of the topics (Freire, 1970; Wink, 1998). Responding to an interview question which sought 
to understand how teachers perceived LCT, Daniel insisted:  
To me, learner-centred teaching is when my students have enough time to discuss, ask 
and answer questions. It is when I guide them to construct the knowledge of the subject 
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matter and getting their own prepared learning notes. With this approach, my students 
find things they learn more real and practical. 
Daniel’s perception of LCT could mean a change in a teacher’s role from that of transferring 
knowledge to students to learning from the students – students taking responsibility of their 
own learning (Ramsey & Fitzgibbons, 2005). This change of teacher’s role according to 
Ramsey and Fitzgibbons imply the teacher moving from doing something to students 
(teaching) to being with students (learning) (p. 334). This relationship between the teacher 
and students is built on the assumption that in LCT, learners are teachers and teachers are 
learners (Mansell, 2009, p. 40). In order to create a fluid teacher-students’ power 
relationship, CP theorists emphasise teachers’ teaching practices based on dialogue (Dewey, 
1933; Freire, 1972). Agnew and Lodge (2000, p. 13) see that when teachers and students are 
engaged in a dialogue, they share the responsibility for their learning. They write about 
dialogical teaching: “the relationship is no longer one where the expert informs the neophyte 
of their judgement, but one where the roles of learner and teacher are shared and the expertise 
and experience of all participants are respected” (p.13). 
 
The interview findings demonstrated that students were involved in classroom processes 
using participatory methods. The teaching methods mainly used included question and 
answers, group discussion, individual assignments, think-pair share method where in some 
instructional topics; teachers organised fieldtrips or project activities which exposed students 
to real geographical phenomena. The same was experienced during classroom observation 
sessions. The researcher noted that when teachers used students’ names to invite them to 
reflect on questions or a particular pedagogical activity, students presented active response 
sharing what they knew about the question at hand. It appeared that calling students by their 
names created an intimate relationship between the teacher and students such that students 
felt confidence and belongingness to the classroom processes. Students also seemed to 
participate in classroom activities when the teacher gave freedom to form their groups and 
discuss the specific topics with minimal teacher intervention. This was different when 
teachers dominated classroom instruction as students were then perceived as listeners and 
consumers of teachers’ instructions. Using participatory methods, according to (Eliana, 
2000), students share power and authority with the teacher and are actively involved in the 
classroom processes including interpretation of curriculum materials. Eliana proposes 
teachers to facilitate the learning process by posing problems and helping students to think 
about geographical concepts and principles through a critical perspective, instead of using 
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conventional “banking education”. This could mean that geography teachers should 
encourage their students to take an active role in their teaching practices. 
 
Dewey (1963) one of the CP theorists believes that learners would construct knowledge of 
the topics when they are provided with instructional autonomy. According to Dewey, 
development of learners’ autonomy would require teachers’ use of instructional approaches 
that promote learners active participation in the instructional practice. Dewey states that 
learners’ autonomy would be realised when teachers use learning-centred instructional 
methods and create learning environment that encourages learners’ use of their diverse 
experience and prior knowledge to make meaning of the topics and thus being able to use the 
knowledge to critique the society they live for better life. (Kincheloe & McLaren, 1994). 
Giroux sees teachers as ‘transformative intellectuals’ with potentials to promote critical 
thoughts and problem solving ability amongst learners (Sadeghi, 2008). Giroux thus believes 
that in order to promote creative and critical thinking as well as problem solving skills in the 
individual learners, teachers need to integrate learners’ diverse experience and prior 
knowledge in their instructional practice. Giroux understanding of LCT would mean that 
realising LCT approaches would require teachers’ acceptance of learners’ possession of 
knowledge that they could learn during teachers’ instructional practice that is based on 
dialogue. Giroux (1997) further explain that by creating supportive learning environment 
learners are enhanced to use their cultural and socio-economic experience to construct 
knowledge of the topics. They encourage learners active involvement in the classroom 
activities and proving learners with chances to share their life experiences thus learning from 
each other.  
Therefore, in order to create a teacher-student relationship that fosters students taking charge 
of their own learning, it seems critical that teachers change their beliefs as learned individuals 
and the source of knowledge for students who thirst for it. Teachers should challenge the long 
lived cultural orientation that provided them with authoritative practice to their learners and 
thus change their classroom domination i.e. from teacher-centred to learner-centred teaching 
practice (Foley, 2007). Based on CP, critical geography teachers should be concerned with 
emancipatory knowledge that helps students to connect the influence of the political 
environment within and outside the school in their understanding of the spatial distribution of 
geographical phenomena, and the relationships between man and the environment. This will 
be achieved when students are provided with voice and freedom to actively reflect the 
classroom processes connecting what they learn in school with social realities. 
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However, based on the findings, teachers’ teaching practices were predominantly teacher-
centred lacking the active involvement of students and an integration of the topics to their 
everyday realities. It was evidenced that all nine teachers across research sites mainly used 
instructional approaches such as lecture methods and question and answers to facilitate their 
lessons. Using these methods, students were rarely involved in the lessons other than 
remaining passive receivers of what teachers prepared and wanted them to know. In this 
situation, students were denied the voice and freedom to conceptualise geographical concepts 
and themes based on their diverse needs, experiences, and prior understandings. This was 
different in some occurrences were the teacher actively involved students and tailored the 
topics to the students’ settings. 
For example, about 10 classroom observations, an average of one observation for each 
participating case study teacher demonstrated students’ active involvement in the lessons 
which were familiar to them. In these classes, teachers not only provided students enough 
chances to share what they knew about the topics, but also teachers and students discussed 
the topics using simple language structures and examples from the surrounding environments. 
Students were seemingly provided with many chances to build understandings of 
geographical phenomena such as agricultural development in East Africa, the hydrological 
cycle, uses of water, and the structure of the earth to mention a few. This student freedom in 
the classroom processes is what defines LCT based on a CP theoretical framework. 
The nature of the curriculum 
Studies regarding constructivist curriculum demonstrate not only the processes involved in 
both curriculum development and implementation but also characterises the curriculum 
presenting the philosophical aspects underpinning such curriculum (Eliana, 2000; Giroux, 
1997). The significant aspects considered are the curriculum relevance and accountability to 
socio-economic, political, and cultural issues that affect teachers’ and students’ life in 
particular and the society they live at large (Dewey, 1933; Giroux, 1997). The research 
findings across research instruments suggested the readymade-centralised mandated teachers’ 
pedagogical decisions across all stages of classroom instruction-planning, practice and 
evaluation. It was noted also that the curriculum influenced case studies’ thoughts and 
reflections about LCT practices. Teachers’ pedagogical decision-making focused on 
achieving the instructional objectives as outlined in the subject syllabus and syllabus 
materials. Nevertheless, the major feature of geography curriculum in this study was its lack 
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of relevance, compatibility, ownership and support by teachers and students. This feature 
affected adversely teachers’ practices of LCT.  
Based on the findings, geography curriculum was characterised by a lack of communication 
and consistency within and between the curricula. This curriculum feature according to the 
teachers forced their instructional practices to be tailored on bits and pieces of knowledge 
leading to many students with little idea of how to apply to real life. The findings suggest that 
the curriculum did not reflect students’ daily life. Due to curricula mismatch, students tended 
to be passive recipients of the knowledge handed down by teachers, rather than seekers of 
problems to be solved. The existence of subject matter curricula mismatch and the lack of 
real life problems and issues dealt with in the classroom were blamed on the government 
failure to involve teachers and students in the curriculum innovation processes. According to 
the case studies, teachers’ and students’ involvement in curriculum innovation was inevitable 
since they were the very focus of the curriculum. Sharing his experience regarding curricula 
mismatch and classroom instructional processes, Gregory asserted: 
The way subjects’ topics are structured, it is very difficult to transfer knowledge within 
the subject itself. When it comes to connecting ideas of one subject to another it is even 
worse. This disparity in subject curricula makes theorising knowledge to life situations 
more difficult   
Gregory suggested the need for the government to reconsider the curricula discreteness in 
order to positively influence classroom instructional practices. Six teachers proposed an 
integrated curriculum which not only provide educators and students opportunities to link 
ideas between the subject matters, but also to be able to apply the knowledge acquired in 
adapting to the environment they live and using the knowledge to solve social-economic, 
cultural, and political problems. Responding to the question of what is curriculum integration; 
Harwood and Nolan (2002) provided the following explanation: “curriculum integration is 
the process of experiencing and understanding connections and, because of this, seeing things 
whole” (p.5). 
This implies that geography curriculum should support students’ integration of knowledge, 
skills and experiences from within the subject topics, across other subjects, and their life 
experiences in general. In order to promote critical thoughts among learners, learning 
environment and the instructional practice should support learners to construct knowledge by 
connecting ideas and experiences across subjects. In the same way, learners should use the 
knowledge constructed to build understanding of concepts and ideas across topics in different 
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subjects (Beane, 1995). Researchers in education have found that an integrated curriculum 
has the potential to promote creative, critical thoughts as well as problem solving amongst 
learners. Beane (1995) suggests that as teachers facilitate teaching based on the principles of 
curriculum integration, students are empowered to create knowledge and apply it in their 
contexts. He states that when teachers facilitate classroom processes within an integrated 
curriculum framework: 
First, young people are encouraged to integrate learning experiences into their schemes 
of meaning so as to broaden and deepen their understanding of themselves and their 
world. Second, they are engaged in seeking, acquiring, and using knowledge in an 
organic – not an artificial – way. That is, knowledge is called forth in the context of 
problems, interests, issues, and concerns at hand (p. 616).  
This means that despite promoting self-reflection, independent and collaborative learning 
amongst students, an important aspect of an integrated curriculum, is to enable students to use 
their diverse experience to make conceptions of the topics and apply and transfer the acquired 
knowledge, skills and experiences in other facets of life. Using the knowledge and skills 
acquired will augment students to make decisions through an informed in-depth 
understanding of the subject content. 
Therefore, it seems logical to argue that the need for an integrated curriculum is to enhance 
active students’ learning in LCT environment. Faraji and Mohammad (2011) (cited in 
Degener, 2001), reiterate that the curriculum should be founded on the belief that learners 
have different learning needs and that they need different instructional approaches to 
positively influence their involvement in knowledge construction. According to Bartolome 
(1996), Faraji and Mohammad maintain also that there is no set curriculum or programme 
because all decisions related to curricula and materials to be studied are based on the needs 
and interests of the learners (cited in Groux, 1997; Shor, 1992). Aliakbari and Faraji (2011) 
also point out that the curricula need to be developed to cater the needs and interests of 
learners from different learning contexts. They also suggest the need for transformative 
curriculum that promotes learners’ acquisition of learning competencies to enable them 
become change agent of their society (Giroux & McLaren, 1992).  
Dewey the founder of The Dewey Laboratory School in Chicago commonly identified as 
student-centred (Chung & Walsh, 2000; Pinar et al., 1995) (1966), in his critique of “teacher-
centred education” assessed: 
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It’s passivity of attitude, its mechanical massing of children; it’s uniformity of 
curriculum and method. It may be summed up by stating that the centre of gravity is 
outside the child. It is in the teacher, the text-book, anywhere and everywhere you 
please, except in the immediate instincts and activities of the child himself (p. 103). 
Dewey stressed the precept that learners’ experience should form the basis of curriculum 
development and innovation rather than being external to and disconnected from children’s 
lives. Central to Dewey’s understanding was that children’s immediate interests and needs 
should be the curriculum focus, rather than preparation for some future life divorced from 
these (Dewey, 1963/1966). Figure 7.1 hereunder presents features of an integrated curriculum 
that promotes LCT practice. 
 
 
 
 
 
 
 
 
 
 
 
           
 
 
 
Figure 7.1 An integrated LCT curriculum based classroom practice (Adapted from 
Jonassen, 2001, p. 3) 
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Teacher’s substantive and syntactic knowledge 
The implementation of LCT geography curriculum presented the need for geography 
teachers’ acquisition of a rich substantive and syntactical knowledge base of the subject in 
addition to the subject pedagogical component. Based on the findings; it was apparent that 
geography teachers’ pedagogical decision-making and practices were reflected by their level 
of knowledge acquisition across topics and teachers’ understanding of the pedagogical 
aspects of the subject in relation to the guiding theories of teaching and learning. Teachers’ 
nature and ability to guide students’ reflection of the subject matter topics determined 
students’ level of involvement in the classroom processes. 
The study reports that where teachers discussed students’ reflections about the subject matter 
from different scholars’ and teachers’ perspectives using multiple examples from the 
students’ settings; students were provoked to share their thoughts, answer and ask questions, 
and participate actively in the group activities suggesting their in-depth understanding of the 
instructional topics. This was different in the situations where teachers dominated classroom 
instruction using teachers’ notes and textbooks with limited instructional resources presenting 
the subject matter directed in the same line of thinking. In the latter case, besides suggesting 
teachers’ limited understanding of the substantive and syntactical subject knowledge; 
students remained passive and subjective receivers of teachers’ knowledge. This kind of 
teaching according to Freire (1972) and Giroux (1997) alienate students’ voices and sustain 
teachers’ classroom domination thus hindering students’ integration of their cultural 
experience in the creation of knowledge.   
The study presents that in order to be able to effectively implement the LCT approaches; 
geography teachers among other aspects need to have significant content knowledge of the 
topic to be taught and the classroom processes. These include the knowledge of specific 
information, ideas, principles, and topics of the subject (substantive knowledge) and 
knowledge of the rules and procedures that determine the choice of what, when, how and 
why (instructional aspects) to be included in the specific instructional topics (syntactical 
knowledge) based on the students’ instructional abilities and interests as also triggered by the 
instructional contexts and the increased use of information and communication technologies. 
Teachers’ understanding of the subject matter is critical as it provides the basis for informed 
teachers’ pedagogical decision-making and practices in the LCT classes. Teachers’ 
understandings of the subject matter concepts are important for promoting students’ mental 
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cognition thus enhancing students’ active participation in the knowledge construction 
processes (Brant, 2006). Shulman (1986b) recommends the need for teachers’ comprehension 
of the subject i.e. acquisition of syntactic and substantive knowledge of the subject as the 
basis for an effective LCT practices: 
It could mean that in an era of a maximum use of technologies such as remote sensing (RS), 
global positioning systems (GPSs), and other forms of non-digital and digital technologies; 
Shulman observation about teachers’ knowledge would mean their understanding and 
application of these technologies within the students’ cultural contexts. According to Incekara 
(2010), geography teachers should actively engage students using different geographic 
technologies along with an integrative perspective on the social and life sciences. Teaching 
like this ought to promote students’ critical thinking and problem-solving skills which is 
critical in LCT classroom environment. This means that geography as a multidisciplinary 
subject that studies the spatial distribution of geographic phenomena, their relationships, and 
as a home of human-beings requires teachers to use modern geographic technologies within 
the students’ traditional technologies and cultural contexts. Tailoring teaching to students’ 
contexts is expected to influence their conception and understanding of these phenomena and 
more importantly applying the knowledge created in the sustainable conservation and 
management of the environmental resources. 
Classroom organisation and management 
The findings raised issues relating to classroom organisation and management. They included 
teachers’ classroom practices which determined the effectiveness of the classroom processes 
including the management of students’ disruptive behaviours. The disruptive behaviours 
experienced included disruptive students’ movements, off-task conversations, sleeping in 
class, excessive lateness, and prolonged chattering between students. The researcher 
experienced these students’ behaviours to adversely affect teachers’ practices. Considering 
different perspectives regarding classroom organisation and management (Allen, 1986; 
Gootman, 2008; Wolfgang &Glickman, 1986), it seems logical to argue that it is important 
that classes are well organised and managed in order to influence positive teacher-student-
student dialoguing in the instructional practices. It is the teacher’s role to create a classroom 
atmosphere that allows students to interact effectively with the teacher and other students 
(Gootman, 2008).  
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Some scholars consider classroom organisation and management as all about solving 
“negative students’ attitudes and disciplines”, other scholars focus on the teachers’ 
instructional effectiveness including the nature of teacher-students’ relationships, time 
management and teaching and learning resources, language of instruction and the teaching 
and learning methods, instructional orientation (teacher-centred vis-à-vis learner-centred 
teaching), and classroom management and organisation (Allen, 1986; Gootman, 2008). 
Gootman (2008) suggests that classroom management and organisation in a large part involve 
students’ behavioural modification in order to influence positive classroom processes. Based 
on Gootman’s view, organisation and management of the classroom includes the 
establishment of rules and procedures right at the beginning of the school calendar or 
classroom instruction to regulate students’ disruptive behaviour. Gootman states further that 
rules provide students concrete direction to ensure that teacher and students’ expectation 
becomes a reality. Allen (1986) considers effective classroom management to involve clear 
communication of behavioural and academic expectation as well as a cooperative 
instructional environment. This study also demonstrated the need for teachers’ understanding 
and practice of classroom organisation and management skills for improved classroom 
processes.  
The findings demonstrated the need and rationale for effective classroom organisation and 
management in order to enhance effective implementation of LCT approaches. Based on the 
findings, it was evident that classroom sitting arrangements, teachers’ identification of 
students by their names, use of multiple instructional methods and resources, the nature of 
classroom activities, students’ involvement in these activities and teachers’ management of 
time and instructional resources determined the quality of classroom instructional practices. 
For example, when the teacher used different forms of classroom organisation such as using 
multiple instructional methods and resources, treatment of students with different 
instructional activities that ranged from individual to small group discussion, guided in-class 
movement and the use of live examples from students’ local settings; students were actively 
involved in reflecting the topics. In contrast, classes seemed to be inactive and passive in 
situations where teachers not only dominated classroom instruction but also used monotonous 
instructional methods and strategies to present the subject matter topics. In these situations, 
teachers rarely provided chances for students to share their lived experiences consequently 
making the instructional practices teacher-centred as compared to student-centred in 
approaches. Some students were observed sleeping while others were involved in prolonged 
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chattering. In some instances, teachers formed larger groups which they were not able to 
manage effectively. In these situations it was experienced some students were involved in 
discussion other than the respective topics suggesting lack of adequate guidance. 
Shulman (1987) emphasises the need for teachers’ planning of their classroom instruction in 
order to influence positive classroom organisation and management. Shulman (1987) states: 
planning, therefore is an important aspect in whatever we do because it helps us to 
analyse situations systematically before deciding on a course of action. The planner 
(teacher) will (in most cases) always consider alternative courses of action, assessing 
their merits, effectiveness before choosing one of them. 
 
This in CP theory terms means that geography teachers should be involved in the reflective 
processes regarding who, what, when, how, and why they teach (Dewey, 1963; Giroux, 
1997). According to (Giroux, 1997; Shor, 1992), teachers should enter into what is called 
“meta-cognition”-thinking about their own thinking processes. Meta-cognition entails 
thinking of both teachers’ own teaching processes and processes involved in the students’ 
construction of knowledge in order to make positive LCT pedagogical decisions and 
practices. Kuhn (1996) reiterates that effective LCT is more a function of a teacher’s state of 
mind and creativity than the school’s support and nature of classes including class sizes and 
availability of instructional resources. Based on the findings, LCT among other aspects 
requires geography teachers to have effective classroom organisation and management skills 
including acquisition of the basics in guidance and counselling. Figure 7.2, shows a 
classroom organisation and management framework that supports LCT. 
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Figure7.2 A self-developed classroom organisation and management framework for 
context based LCT. 
The perceived learner-centred teaching dilemmas 
This sub-section presents some critical dilemmas experienced in the field. They include: 
language barrier; class sizes, curriculum design, and teacher shortage; shortage of 
instructional resources; lack of in-service training for LCT; and the lack of cultural-context 
curriculum relevance. Chapter summary follows thereto.  
Language barrier 
English language as a medium of instruction was observed to constitute a critical challenge in 
the implementation of LCT approaches. The research findings across case studies suggested 
that both teachers and students demonstrated limited English language proficiency, the 
pedagogical factor that constrained effective classroom communication between the teacher 
and students and among students themselves. As presented in the findings description-chapter 
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five; teachers’ and students’ limited language proficiency resulted in teachers’ classroom 
domination in many of their pedagogical decision-making processes. As a result, students’ 
involvement in classroom activities was limited. Lack of active student involvement 
consequently affected their involvement in the construction of knowledge. This being the 
case, it appears logical to address the language challenge if the implementation of a 
constructivist LCT approach is to be a reality. The argument is founded on the belief and 
theoretical foundation that LCT will only occur when there is effective dialogue between the 
teacher and students and among students themselves. Effective dialogue is enhanced by 
language proficiency-the medium of instruction that allows teachers and students to 
communicate their experience, identity and thoughts (Vygotsky, 1986). Vygotsky (1978) and 
Freire (1996) have emphasised the need for social interaction. The role of language here is 
crucial for this dialogue to happen. Postman (1969), for example, points out that language is 
implied in any of our attempts to perceive reality. Postman states: 
If there is no dialogue and no social interaction, we are following the steps of the telling 
model i.e. teacher-centred teaching and agreeing with the arguments proposed by 
Finkel (2008), considered ineffective and unsuitable for meaningful classroom 
processes. The aim of such interaction that involves teacher, student, and educative 
curriculum materials is the sharing of meanings. (p. 99). 
Language influence on students’ learning also supports Vygotsky’s conception of the role of 
medium of instruction on the learners’ construction of knowledge. Vygotsky explains that 
language is not only a system of communication; it is also a tool for meta-cognition i.e. 
mental functioning in the process of knowledge construction. According to Vygotsky (1978, 
1986), student’s higher cognitive functions do not develop spontaneously but are internalised 
from social interaction. The argument being it is only when students are conversant with the 
medium of instruction that they will be able to effectively participate in the construction of 
geographical concepts and ideas. Language of instruction thus becomes the engine that drives 
this process of internalisation-mental cognition of geographical concepts and ideas. 
 
Class sizes, curriculum design, and teacher shortage 
(a) Class sizes 
Among other challenges, case study teachers taught in large classes which ranged between 60 
and 200 students as compared to the government guideline of 45 students classroom size. 
Case study teachers had difficulty in organising and managing students in these classes such 
that students’ disruptive behaviours including off-task conversations, excessive lateness, 
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sleeping, and unnecessary classroom movements persisted during periods of instruction. It 
was observed also that whenever teachers opted for group discussion activities, they had large 
groups which constrained close follow up and guidance resulting in unproductive students’ 
involvement. It was evident that many students did not actively participate in the discussion 
of the topics. Teachers’ accounts of their predominantly use of lecture and question and 
answer methods increased the larger the class. According to the case study teachers, the use 
of teacher-centred instructional methods were used to save time which would otherwise been 
wasted if all students were given a chance to share their thoughts regarding the topics.  
 
However, regardless of the teaching challenges experienced by teachers, as an African adage 
goes, “a good father does not give his son meat. Instead, he gives him a bow and arrow, and 
teaches him to hunt!”This wisdom corresponds with the argument advanced by West (1960): 
The larger the class and the more difficult the circumstances, the more important it is to 
stress learning as the objective. And the higher the elimination [i.e. drop-out rate], the 
more necessary it is to do so: if the pupil has learnt how to learn he can go on learning 
afterwards. (p. 15) 
This means that it is much more necessary to drill students to take charge of their own 
learning in a large class than it is in a small one. This is due to the reason that it is possible 
and manageable for the teacher to supervise students’ work in a small class as compared to a 
large class where it may virtually be impossible (Sarwar, 1991/2001). This view aligns also 
with Fonseka’s (2003) argument for engaging with students’ autonomy as a kind of ‘rescue 
strategy’ in resource-poor instructional settings and is consistent with Smith’s (2003) claim 
that a ‘strong version’ of pedagogy for autonomy-that is one which engages with students’ 
existing autonomy rather than differing such engagement. This could mean that in order to 
effectively implement LCT in large classes with a poor supply of resources, geography 
teachers need to be reflective and creative enough to adjust according to classroom 
circumstances and provide any necessary support for students to take responsibility for their 
learning. Nevertheless, as discussed herein, case study teachers demonstrated different 
experiences as they taught in large classes. The findings suggest that case study teachers’ use 
of LCT approaches were limited by constraints posed by large classes which forced them to 
opt for teacher-centred methods. Case study teachers’ lack of active students’ involvement 
suggested, among other factors, their lack of creativity, flexibility, and reflective attributes in 
their pedagogical decision-making processes. The case study teachers’ classroom dominance 
274 
 
also suggested their reluctance to empower students with classroom autonomy, the practice 
that indicated their desire for perpetuation of teacher-centred instructional approaches.   
Kuchah and Smith (2011) experience: 
an African teacher does not need to set out to achieve learner-autonomy in his/her 
classroom; autonomy naturally emerges from the difficulties that present themselves, 
making it incumbent on the teacher to adjust to the realities of the context. What a 
teacher needs, therefore, is an awareness of the role of learners in the teaching/learning 
process and to recognise this role by accepting learners’ own rights and responsibilities 
in the process. 
Based on the teachers’ perception of teaching in large classes, Kuchah and Smith seem to 
suggest that teachers should not be enslaved by the LCT approach; rather, they should 
regulate the approach to suit their instructional contexts. Kuchah and Smith further suggest 
that literature on learner-autonomy can only make sense to an African teacher if it reflects the 
reality of his/her culture and context, and will not make sense if it merely introduces him/her 
to a new concept. In their Pedagogy of Autonomy for Difficult Circumstances, Kuchah and 
Smith provide four considerations-rescue strategies for effective LCT in large classes. They 
include:  
(a) Getting to know learners as unique individuals-recognise the variety of their talents to 
build rapport. The assumption is that “it is only through the proper rapport that an 
atmosphere conducive to learning can be built up. Also, humanising a large class is 
perhaps the only way to motivate learning”. (Sarwar, 1991/2001, p. 129); 
(b) Negotiate with learners-treat them as partners not rivals; define common goals/make 
contract. Questions that Kuchah and Smith (2011) require any teacher to ask his/her 
students include: what do we want to achieve; how shall we achieve it; and where 
shall we find the resources we need; 
(c) Viewing learners as resource providers and as resources themselves-developing 
learners’ creativity, critical thinking and voice; this can include making use of 
instructional resources brought in by students thus addressing teaching resource 
shortages such as text and reference books, geographical models, maps and globes; 
and 
(d) Building rapport with school management and colleagues. As it has been observed by 
the study, one of the critical challenges teachers faced in the implementation of LCT 
was lack of school management support for outdoor classroom activities such as 
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fieldtrips and project-based activities. Similarly, five case study teachers said that it is 
important for teachers to build a profound relationship with their school 
administration. This constitutes their immediate and significant guarantor in their 
professional practice. Agape for example also observed that teachers need to build 
good rapport with the people they are working with such as at the departmental level 
or school in general. These colleagues are expected to provide the necessary support 
for the teachers’ pedagogical planning and practices. 
Different from Kuchah and Smith’s (2011) proposition of teaching in a difficult learning 
environment, findings from all nine case study teachers demonstrated their predominant use 
of teacher-centred teaching approaches. Using teacher-prepared lesson plan and notes and 
textbook, case study teachers mainly used lecture and question and answers methods to 
present the topics. The students were rarely given opportunity to share what they knew about 
the topics. The students’ involvement in the teaching practices was limited to answering 
many of the closed-ended questions which demanded specific responses. It was evident that 
lecture and question and answers did not promote creativity, critical thinking, and self-
reflection amongst students as proposed by Kuchah and Smith. Neither did case study 
teachers tailor the topics to the students’ needs, interests, experiences, and prior knowledge. 
Thus, case study teachers’ teaching practices lacked active involvement of students, the 
situation that made students to be passive recipient of teachers’ knowledge. 
Case study teachers accounted for the predominant use of teacher-centred methods to be 
caused by large class size with limited supply of resources. They also experienced a lack of 
school management support in their teaching practices. Case study teachers mentioned the 
school management support that they lacked to include supply of teaching resources and 
facilities and financial resources for organisation of field-trips and guest speakers. According 
to case study teachers, these factors demotivated and placed limits for effective students’ 
engagement in the classroom processes. Based on the findings, it could be argued that 
Kuchah and Smith (2011) proposition of effective teaching in difficult environment could not 
work in Tanzanian contexts where large classes were also associated with diverse challenges 
including an acute shortage of instructional resources and facilities. More importantly, apart 
from lack of school management support, case study teachers demonstrated their furtherance 
of instructional autonomy suggesting that LCT approaches are meant to transfer their 
authority and power to the students.  
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Therefore, based on the research findings, it appears significant to address the challenge of 
large classes in order to effectively implement LCT practices. As implied and recommended 
in chapter eight of this study, there is a need to address issues of secondary education 
expansion-infrastructure and enrolment (quantitative expansion) in line with classroom 
processes (qualitative improvement). These will consequently results in the successful 
achievement in the implementation of LCT mandated curricula. 
(b) Curriculum design  
The study illustrates the mismatch between teacher education and secondary geography 
education curricula. That is, the two curricula constitute many instructional topics which 
differ in thematic contents. In particular, they differ in the subject matter curricula 
component. The argument is that teachers were entitled to implement the secondary school 
geography curriculum comprising topics which were unfamiliar to them. The reason being, 
during their teacher education training, geography teachers were exposed to different 
geographical themes that are incongruent with those in the secondary school geography 
curriculum. According to the study, teaching unfamiliar topics not only led to teachers’ 
presentation of misconceptions as seen in five out of nine case studies but also indicated 
using a lot of their own time to prepare before they could facilitate the topics in the 
classroom. Based on teachers’ experiences, it was challenging for their pedagogical decision-
making especially in schools which had acute shortages of instructional resources such as 
textbooks, reference books and the absence of internet facility. However, the literature on 
teachers’ knowledge base for teaching suggests that teachers need to be familiar and 
knowledgeable with the content knowledge that underpins the subject curriculum in order to 
implement it effectively. According to Brant (2006), teachers’ understanding of the content 
knowledge is important in their pedagogical decision-making and enhancement of students’ 
active involvement in the classroom activities. Shulman (1986b) explains the importance of 
teachers’ acquisition of the subject content knowledge in teaching. He emphasises that 
teachers should be able to define and explain the subject content that they teach and also use 
evidence-based explanation to defend their position about different theoretical and conceptual 
propositions of the subject. The need for teachers’ understanding of the geography content 
knowledge is because they attach subjective meanings to what they know and experience of 
classroom instruction. The teachers’ meanings according to Tabulawa have significant 
influence on the teachers’ pedagogical decision-making and practice (Tabulawa, 1998). 
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Therefore, there is a need to align the teacher and secondary geography education curricula in 
order to positively influence implementation of LCT in secondary school geography 
classrooms. This could mean that geography student teachers should be thoroughly trained in 
the topics they will teach in secondary school after the completion of teacher education 
programme. Incekara (2010) urges geography teachers to involve students using different 
geographic technologies in an integrative viewpoint on the social and life sciences. This 
would mean that geography curriculum, among other features; need to integrate knowledge 
within and across different subjects. This curriculum feature ought to allow teachers’ 
flexibility in their pedagogical decision-making consequently promoting students’ integration 
of their prior knowledge based on their everyday experiences.  
(c)  Teacher shortage 
Based on the findings, the implementation of LCT was also constrained by a shortage of 
geography teachers. According to case studies, teacher shortages resulted in an increase in 
instructional workload which in turn adversely affected their pedagogical practices. For 
example, 9 out of 16 geography teachers in three research sites were assigned to teach other 
subjects such as mathematics, physics, biology, chemistry and history, the situation that 
accelerated teacher shortage in the geography departments. It was accounted that two of the 
research sites were faced by an acute shortage of natural science subject teachers which led 
the school’s management to allocate geography teachers in these subjects. This caused the 
shortage of geography teachers leading to teaching overload. Frida suggested that she was too 
overloaded to facilitate effective teaching and learning. She said that she taught “more than 
45 lessons per week. This impacts greatly on lesson preparation as well as teaching and 
assessing students’ achievement”. The teacher was also concerned that despite the teacher 
shortage, the teaching overload was also increased by the syllabus overload. According to 
Frida, the syllabus presented too many topics to be covered in a short timeframe-six to eight 
months (one school calendar year). The researcher experienced also that the curriculum 
constituted not only disproportionate instructional topics to school calendars but also the 
same curricula demonstrated excessive learning intentions within specific instructional topics. 
Teachers explained their dissatisfaction about the curriculum suggesting that given the 
teacher shortage and thus teacher workload, it was not possible to accomplish the respective 
syllabus within the prescribed instructional time if they resorted to LCT approaches.  
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However, for Kuchah and Smith (2011), teachers would address teacher shortage using 
students as resources. According to Kuchah and Smith, students possess a rich mass of 
experience and knowledge which is potential in facilitating learning in under-resourced 
classroom environment. They propose teachers to actively involve students in every stage of 
pedagogical decision-making. Based on Kuchah and Smith’s proposition, students could be 
involved in designing instructional resources, classroom activities, and evaluation artefacts. 
They believe that teachers will motivate students’ involvement when they tailor the topics to 
the students’ everyday experiences. By doing so, according to Kuchah and Smith, the 
problem of teacher shortage could be solved. They emphasise teachers to use instructional 
challenges such as teacher shortage as an opportunity to actively involve students and 
promoting learners’ autonomy - learners taking charge of their own learning under the 
teachers’ support/facilitation. 
Though Kuchah and Smith (2011) propose teachers to consider students as unique 
individuals, learning partners, and resources; yet, they seem to be silent about the challenge 
of syllabus overload and excessive learning intentions. In their pedagogy of autonomy for 
difficult circumstances, Kuchah’s and Smith’s major proposition is centred on engaging 
learners in an under-resourced secondary school setting. They seem not to consider the 
influence of the curriculum on teachers’ pedagogical decision-making. According to 
Tabulawa (1998), teachers’ pedagogical decision-making is influenced by, among other 
factors, the amount of subject content to be delivered within a given instructional time or 
school calendar. The assumption is that teachers will effectively engage learners when the 
subject content is structured in a way that provides teacher and students enough time to 
discuss using a range of LCT approaches. 
Shortage of instructional resources 
There were serious limitations in instructional resources faced by many case studies across 
research sites. Teachers were constrained with teaching resources such as text and reference 
books, instructional models, a variety of maps, research and statistical equipment, and 
computer and internet aided facilities. Cases studies reported facing serious challenges when 
they decided to involve students in the classroom activities, a situation that forced them to opt 
for teacher-centred teaching approaches. This was the same during classroom observation 
where teachers rarely used instructional resources other than teacher’s textbooks and a 
predominant use of resources such as globes and maps. Instructional resources play a 
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significant catalyst for students’ inquiry, critical thinking and problem-solving abilities 
(Tabulawa, 1998; 2004). When carefully selected and applied, instructional resources have 
the potential to provoke students to communicate their thoughts, experience and reflect on the 
subject matter topics thus enhancing their involvement in the classroom processes (Tabulawa, 
1998; Incekara, 2010). Maps, geographical models, and other emerging technologies are used 
as language through which teachers and students communicate different geographical 
phenomena, their spatial distribution and relationships among them and human activities 
(Incekara, 2010). Based on the findings and the literature, it could mean that teachers’ 
effective implementation of LCT will be influenced by the supply and use of various 
instructional resources. 
Lack of in-service training for LCT 
Based on the study findings, it appeared that teachers’ pedagogical decision-making and 
practices were partly influenced by their conception and understanding of LCT as an 
instructional approach. In all research sites, teachers mainly conceived LCT based on the 
students’ participation in the lesson and not on their ability to comprehend the topics. 
Therefore, teachers distinguished LCT from teacher-centred teaching in terms of methods of 
teaching – non-participatory and participatory methods. Msonde (2011) distinguishes non-
participatory and participatory teaching in that non-participatory teaching is when the teacher 
presents the lesson without an active involvement of students. The teacher in a non-
participatory teaching environment dominates the class using lecture and teacher’s initiated 
closed-ended questions and answers methods. The students are rarely involved to share their 
experience about the topics. The non-participatory teaching is different from participatory 
approach in that, in the participatory approach, students are actively involved in the lesson. 
Msonde (2011) outlines instructional methods considered participatory to include: small 
group discussion; project activities; individualised assignments; resource personnel; think-
pair-share; fieldtrips; and case studies. Similarly, case study teachers mainly understood LCT 
in terms of the methods used and not how teachers support students to create meaning of the 
topics out of their prior knowledge and experiences. 
 
Debate and different conceptions of LCT also exists amongst scholars, teacher educators, and 
geography teachers. It also presents challenges of teaching and learning contexts centred at 
the heart of enormous information and technological transformation (Phillips, 1995; 
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Tabulawa, 1998; 2004).The different understandings and interpretations of LCT have resulted 
in the existence of different instructional approaches which are considered learner-centred. 
Din and Wheatley (2007) identify some of the different approaches considered learner-
centred. They include: cooperative/participatory learning; learner-autonomy; competence-
based; critical education pedagogy; the emancipatory pedagogy; empowerment pedagogy, 
problem-based learning; place-based learning; and many others. However, despite existence 
of different understanding and interpretation of LCT based on constructivist theory (Phillips, 
1995), Fosnot (1996), proposes that learners participate and construct knowledge when 
certain conditions are met. This means that there is a need for teachers to have a common 
understanding and interpretation of LCT for its effective implementation. 
 
With the rapid development and use of different technologies, and the need to have a 
common understanding of LCT and its implementation; there is a need for geography 
teachers and teacher educators to be trained on how to use the emerging technologies in their 
classroom practices (Incekara, 2010). Therefore, in the implementation of the LCT geography 
curriculum, the study findings suggest the need for teachers’ in-service training regarding 
constructivist LCT. The case study teachers perceived effective implementation of LCT in 
the school context like Tanzania; the teacher needed to have a requisite and diverse 
knowledge of the learner. They suggested that teachers need to have extensive knowledge of 
learners’ instructional diversities and be creative enough to be able to teach in classes of 
different sizes despite limited teaching resources. Incekara (2010) identifies significant areas 
for teachers’ in-service training. These areas include teachers’ training on: 
 
how to make students more sensitive to society and environment as global citizens; how 
to incorporate new technologies into geography education; how to include the 
integrative perspective of geography in different curricula; the best available methods 
for making students geographically literate; how to use GIS and properly direct 
students in the context of project-centred geography education; and how to make 
students acquire geographic skills and improve their ability to be successful in a very 
competitive world (P. 231). 
 
Incekara’s observation requires teachers’ continued in-service training to adapt to the 
instructional changing needs and build a deeper understanding of what LCT means from 
different perspectives and instructional contexts. The study presented the need for in-service 
training focusing particularly on theoretical and practical understandings of LCT, the use of 
information and communication technology in teaching and improvisation of instructional 
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resources from the immediate environment. As presented in the findings’ description and 
analysis chapters, case study teachers demonstrated limited use of computer assisted 
facilities. Likewise, they also presented limited use of instructional resources made from the 
surrounding environments. Given Tanzania’s educational context and associated challenges 
and opportunities, it was found to be important for teacher educators and secondary school 
teachers to be trained in improvisation and teaching and learning using locally-available 
resources (TALULAR). This along with improving the quality of geography classroom 
processes based on LCT approaches will also address the long-lived instructional resource 
challenge as a result of the financial limitations facing the government and other private 
educational providers.  
Lack of cultural-context curriculum relevance 
The study also reported the curricula disconnectedness to teachers’ and students’ life. The 
findings suggest that secondary curriculum constituted some instructional topics divorced 
from the teachers’ and students’ settings. This curriculum divergence resulted in classroom 
instruction based on teacher-centeredness where teachers and students also demonstrated an 
inability to connect their lived experience with the respective instructional topics 
consequently affecting adversely students’ construction of knowledge. Five case study 
teachers for example said it was very difficult to translate the curriculum and tailor the 
classroom instruction based on students’ learning needs. They experienced difficulties in 
relating the knowledge of some instructional topics to the students’ daily lives as they were 
not well informed in those topics. A lack of understanding of those instructional topics was 
also attributed to teachers’ lack of involvement in the designing of the curriculum. Teachers 
presented their concerns about the lack of their involvement in curriculum development 
which contributed to their inefficiency and ineffectiveness in implementing the respective 
curriculum.  
 
As a result of incongruent curriculum to the teachers’ and students’ culture, Sigimba felt the 
curriculum was westernised and enforced in Tanzania without considering the level of 
development in science and technology-information and communication technology in 
general. Kana’iaupuni (2007) emphasizes that culturally integrated curriculum necessitates 
teachers and students to design and apply culturally-based instructional methods and 
activities making instruction participatory and effective. This also reflects what Dewey 
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believed about the role of the school as an agent that is ought to prepare the child for an 
independent and meaningful life. Dewey believed on the kind of education that connected 
school life and that of the society outside the school (Dewey, 1915). According to Dewey, 
this educational practice needed to be reflected in the curricular of different levels. 
 
Dewey theorisation of education could be interpreted to mean that a good educational 
practice should integrate not only the traditional knowledge systems in so-called “modern 
education”, but it should also be applicable within the broader contexts of students’ lives and 
thus cherish the long-lived practical, moral and cultural elements of Tanzanian civilisation 
such as language, responsibilities, skills, norms, and values.  
Against curricula dichotomy and compartmentalisation, the researcher argues and 
recommends for teacher and secondary education curricula reform and innovation in order to 
enhance effective implementation of the mandated LCT geography curriculum. The 
researcher appeals for the adoption of an integrated curriculum approach for effective 
implementation of LCT pedagogy. Integrated curriculum refers to the blending of indigenous 
and modern educational practices within and across subjects; the instructional approach to 
teaching that is informed by different pedagogical and philosophical stances with the aim of 
connecting classroom education with students’ real-life experiences (Oberholtzer, 1937). The 
argument is that the curriculum should realise knowledge integration and transferability and 
thus support students’ conception of topics in an integrated way ensuring provision of 
meaningful and life-oriented education.  
Chapter summary 
As presented in the introductory part of this chapter, the chapter focus was to discuss the 
main themes advanced by the study using lenses of CP theoretical framework. The chapter 
classifies the themes into two major groups: firstly, those aspects deemed significant with 
respect to geography teachers and their teaching in Tanzania; secondly, include themes that 
constituted the perceived dilemmas faced by teachers in the implementation of LCT 
approaches. Informed by Wink’s (2005) definition of CP, the researcher was able: 
to see deeply what was below the surface-think, critique, and analyse. Pedagogy does 
not only mean how a teacher teaches. It is about the visible and hidden human 
interactions between a teacher and a learner, whether they are in a classroom or in the 
larger community. Critical pedagogy looks for the why that leads to action. (p. 1) 
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Therefore, the contested aspects discussed herein include: the constructivist view of 
knowledge, language and cultural context in LCT, teacher-student power relation, and the 
nature of the curriculum. Other aspects included in the discussion are teachers’ substantive 
and syntactic knowledge and classroom organisation and management. The perceived LCT 
dilemmas included: language barrier; class sizes, curriculum, design, and teacher shortage; 
and scarcity of instructional resources. Other pedagogical dilemmas included lack of in-
service training for LCT and lack of cultural-context curriculum relevance. As stated herein, 
these themes were discussed in light of LCT as reflected by lenses of CP theoretical 
framework. Chapter eight presents the study conclusions, implications, and recommendations 
regarding the implementation of LCT in the developing countries, in this case, Tanzania. 
284 
 
CHAPTER 8 
 
CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 
Introduction 
Chapter seven presented a discussion of major themes advanced by the study. This chapter 
concludes the study and presents its contribution to the existing body of knowledge about 
LCT. The chapter constitutes four major sections: the study conclusions, implications, 
recommendations, and chapter summary. 
Conclusions 
From the research findings, ten (10) fundamental conclusions are presented as follows: 
(a) Geography teachers demonstrated surface understanding of LCT based on 
constructivist learning theory. Teachers’ understanding of LCT was limited to a change 
of instructional methods from teacher-centred to learner-centred approaches. Teachers 
showed little evidence of understanding how learners’ mental cognition functions and 
the kind of instructional competence learners needed to acquire during the teaching 
processes. The same was reflected during teachers’ teaching practices where teachers 
dominated most of their instructional practices. Even when teachers assigned students 
into group activities, effective guidance and facilitation of students’ group activities 
was notably absent. Many times teachers initiated questions to students contrary to the 
constructivist learning beliefs. Students were also given limited time to reflect on the 
geographical aspects under discussion; 
(b) Geography teachers presented little consideration of learners’ culture in their teaching 
processes. Very rarely did teachers incorporate students’ cultural knowledge, prior 
experiences, and diverse instructional performance styles to make learning more 
appropriate and effective for them. The researcher argues that students’ lived 
experience across socio-economic and political aspects forms a cultural heritage and 
identity or a key for meaningful knowledge acquisition and consequently its 
application; 
(c) Teachers’ instructional decision-making before, during and after classroom 
instruction was dictated by the mandated subject curriculum and relevant curriculum 
285 
 
materials such as the syllabus, textbooks and teachers’ lesson notes. As such, teachers’ 
achievement in their teaching processes were determined by students’ achievement and 
performance in the respective instructional objectives as per syllabus guidelines and not 
by the ability of students to assimilate and integrate their life experience into the 
knowledge construction process; 
(d) Though teacher-centred dominated over LCT approaches, teachers did present some 
varied evidence of application of LCT beliefs. Teachers’ variations in the application of 
LCT beliefs were observed within subject topics and from one topic to another. It was 
also observed that learners shared their experience regarding some instructional aspects 
whenever they were provided opportunities. It was experienced that teachers who 
demonstrated a high level of mastery of pedagogical content knowledge were likely to 
engage students effectively in their teaching practices; 
(e) Both teachers and students were unable to communicate effectively using English. 
While teachers had to code switch and code mix between Swahili and English; many 
students who volunteered to share what they knew about some instructional aspects 
suggested limited acquisition of English. Students struggled to communicate their 
thoughts based on their experiences and prior knowledge; 
(f) Teachers’ evaluation of their classroom instruction focused on whether or not students 
achieved the instructional objectives as guided by the syllabus and not by students’ 
engagement and ability to reflect on the instructional aspects based on their lived 
experience. Thus teachers used evaluation results to assess the extent the instructional 
objectives were achieved and not based on students’ ability to integrate geographical 
aspects with their lived experience in the classroom processes; 
(g) The geography syllabus exposed unfriendly curriculum for effective and efficient 
implementation of LCT. The syllabus was characterised by too many instructional 
topics to be covered in a short instructional period. The syllabus constituted not only 
disproportionate instructional topics to the school calendar but also it was examination 
oriented, meaning it was aimed at preparing students for examinations and not for 
knowledge construction. Teachers’ pedagogical decision-making thus focused on 
facilitating students’ instruction for better performance in internal and external 
examinations. The study presents an examination-oriented curriculum challenge which 
needs to be addressed if teaching for critical thinking and problem-solving and not for 
passing examinations is to be achieved. Furthermore, the syllabus also presented 
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features of discreteness. It lacked communication and consistency within geography 
syllabus and between other subjects’ syllabi.  
(h) The existence of large classes affected teachers’ teaching practices. Teachers 
experienced teaching in large classes to adversely affect the implementation of LCT 
approaches. Teachers taught in classes ranging between 90-200 students. Large classes 
contributed to students’ disruptive behaviour thus affecting classroom organisation and 
management for effective instructional practices. These classes were also characterised 
my limited supply of instructional resources such as textbooks, computer-assisted 
facilities, maps, models and globes; 
(i) Teachers demonstrated a lack of motivation in implementation of LCT approaches. 
Based on the findings, several factors contributed to teachers’ lack of motivation 
regarding the use of LCT methods. These factors included: curriculum overload, 
relevance and domination; large classes; teachers’ insufficient skills and knowledge 
about LCT; lack of instructional resources; students’ limited English proficiency, and 
teachers’ multiple responsibilities; and 
(j) The 1995 Tanzania’s educational policy and the mandated curriculum documents 
(syllabus, schemes of work, lesson plan, and textbooks) did not feature many of the 
LCT beliefs as stated by the Tanzania’s 2025 development vision statement on 
education and the education for self-reliance philosophy that guides the provision of 
education in the country and as also reflected by the constructivist theory of learning.  
Implications 
According to the research findings, the study presents some implications as follows: 
(a) The mismatch between the intended and the mandated curricula. The mandated 
curriculum documents do not feature the LCT beliefs as required by the intended 
curriculum. Many of the instructional topics in the syllabus and textbooks do not reflect 
the socio-economic, cultural, and political experience of both teachers and students. 
The syllabus also proposes instructional methods and approaches teachers should use. 
Thus teachers’ teaching practices were reflected in the nature and guidelines of the 
curriculum materials. This means that teachers’ flexibility in their pedagogical 
decision-making and practices was limited thus constraining effective implementation 
of LCT approaches; 
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(b) Completion of the syllabus and students’ achievement in the instructional objectives 
and not their engagement and ability to use their life experience to make conception of 
the topics determined teachers’ evaluation of teaching processes. Teachers used 
evaluation results to assess their achievement in the delivery of the instructional 
objectives and not to assess students’ engagement in the evaluation process; 
(c) There is a need to address the curriculum relevance, compatibility and package to 
influence its implementation in LCT contexts; 
(d) In-service teachers need continual training regarding constructivist LCT and its 
application in different classrooms’ contexts; 
Recommendations 
The study provides some recommendations for policy, practice, and further research as 
follows: 
Recommendations for policy action 
(a) There is a need to address dilemmas in the implementation of LCT approaches. The 
dilemmas include: class sizes, curriculum design, and teacher shortage; shortage of 
instructional resources and facilities; and the medium of instruction; 
(b) The geography curriculum should be designed in a way that allows for teachers’ flexibility 
and that teachers should also be trained to implement such a curriculum. The idea for a 
flexible curriculum is to support teachers to use LCT methods based on students’ 
geographical and cultural contexts; and 
(c)  Since language is both part of the teachers and students’ culture and the medium through 
which culture is integrated in the geography curriculum during classroom practices, 
serious deliberations about the policy as regards the place of indigenous languages in 
education, in this case, Swahili should constitute part of the rethinking of promoting LCT 
in Tanzania in particular, and Africa in general.   
Recommendations for practice 
(a) Teachers’ need of mastery in the substantive and syntactic geography knowledge to 
enhance implementation of LCT approaches; 
(b) Teachers’ need of in-service training regarding a conceptual and theoretical understanding 
of LCT, its approaches, and application in geography classrooms; 
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(c) Teachers’ use of an integrated-formative evaluation and assessment methods which 
promote active students’ engagement and development of critical thoughts; and 
(d) The need to address and harmonise the complexities and contradictions that adversely 
affect the effective implementation of LCT approach in Tanzania’s geography classrooms. 
Recommendations for further research 
This study focused on understanding the implementation of LCT from the perceptions and 
experience of secondary school geography teachers. The study therefore considered a narrow 
aspect for rigorous assessment of: teachers’ understanding of constructivist LCT; teachers’ 
instructional decision-making during the planning for classroom instruction; teachers’ 
teaching practices; and teachers’ evaluation of classroom instruction and how they use 
evaluation results to inform their teaching practices as reflected by LCT beliefs. Therefore, in 
order to widen the scope of understanding about the implementation of LCT curriculum in 
Tanzania, the researcher recommends the following: 
(a) The need for further research on aspects around the same topic. Preferably, areas of 
research interest might include: the implementation of LCT in social science curriculum in 
general or in a subject area other than geography; the influence of teachers’ substantive 
and syntactic knowledge on the implementation of LCT approaches; how formative 
classroom evaluation and assessment influence the implementation of LCT curriculum; 
and the implementation of LCT curriculum within the constraints of: class sizes, 
curriculum design and teacher shortage; shortage of instructional resources and facilities; 
the medium of instruction, and teacher motivation; 
(b) The study presents qualitative findings which although they could be transferable, they 
cannot be generalised. Thus, the study also recommends for undertaking empirical 
research which will not only generate findings based on observed and measured 
phenomena, it will also present numerical data which could be easily generalised across 
case studies and research sites; and 
(c) Further research into the use of CP in understanding LCT would allow educators and 
future researchers to gain insight into LCT from different perspectives consequently 
enriching the existing body of knowledge regarding LCT practices. 
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Chapter summary 
The chapter has presented thesis conclusions, implications, and recommendations. Generally, 
the thesis demonstrates a significant knowledge contribution to the existing body of 
knowledge regarding constructivist LCT. In particular, this thesis contributes knowledge of 
LCT in the following educational aspects: 
(a) International literature on LCT from the developing economy’s perspectives; 
(b) Theoretical and practical understanding of the complexities and contradictions that 
impede the effective implementation of LCT particularly in Tanzania’s education 
context; and 
(c) Culture and teaching 
More importantly, the researcher has also advanced three basic models to guide the practice 
of LCT. These include: 
(a) The constructivist learning process model (p. 79); 
(b) An integrated LCT based curriculum model (p. 266); and 
(c) Classroom organisation and management framework model (p. 271) 
The next two sections present the references and appendices that support the thesis. 
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APPENDICES 
Appendix 1: Marco’s observed lesson plan. 
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Appendix 2: Frida’s observed lesson plan. 
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Teacher’s evaluation of instruction 
The topic factors affecting agricultural development in East Africa was understood by approximately 95 percent of all students in 
the class. The lesson achievement was evidenced by students’ participation in the class sharing their experience regarding 
agricultural aspects in general and factors affecting agricultural development in East Africa in particular. Students’ group 
presentations also suggested that students understood the factors affecting agriculture development in East Africa. Students 
presented aspects such as: soil, climate, labour, both skilled and unskilled, technology, capital, support services and market 
(domestic and international). However, I will rehearsal the topic using oral questions and answers to ensure all students grasp the 
main factors that affect agricultural development in East Africa before I start a new subtopic on farming systems in East Africa.
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Appendix3: Victoria University of Wellington Faculty of Education Research Ethics Committee 
approval letter. 
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Appendix4: Request letter to undertake field work in Iringa municipality. 
 
 
10th December11 
The Executive Director, 
IRINGA MUNICIPAL COUNCIL 
P.O.BOX 162, 
IRINGA 
Dear Sir/Madam, 
Re: REQUEST TO UNDERTAKE FIELDWORK IN THREE SELECTED 
SECONDARY SCHOOLS. 
I am a Doctoral candidate fully enrolled in the Faculty of Education, Victoria University of Wellington (New 
Zealand). My research interest is to investigate the implementation of Learner-centred teaching approach as per 
Tanzania’s government curricula requirement. Specifically, the proposed study needs to examine geography 
teachers’ perceptions and experiences in the implementation of learner-centred teaching based on constructivist 
learning beliefs. 
In order to achieve this, I will purposely select nine (9) geography teachers from the three (3) secondary schools 
within the municipality. I will observe classroom instructional practices, undertake interview sessions with 
respective teachers and do a detailed analysis of teachers’ teaching portfolios.  
I therefore request your esteemed office to give me a permission to undertake the study. It is my expectation that 
the findings from the study might be useful in a number of ways within the educational sector.  The field work is 
scheduled for six months as from January, 2011. 
I look forward for your consideration to my request. 
Yours sincerely, 
 ---------------------------------- 
Mr. Evaristo Andreas Mtitu, PhD Candidate; Victoria University of Wellington (New Zealand), 
ID No. 300177315 
Mobile phone: 0767006645 
Email address: evaristo.mtitu@vuw.ac.nz or mwalupembe@yahoo.co.uk 
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Appendix5: Permission letter to undertake field work in Iringa municipality. 
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Appendix 6: Information sheets for Teachers. 
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Appendix 7: Consent form for Teachers. 
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Appendix 8: Information sheet for students. 
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Appendix 9: Information sheet for parents/caregivers. 
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Appendix 10: Consent form for students and parents/caregivers. 
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Appendix 11: Consent form for students and parents/caregivers (Swahili version). 
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Appendix 12: Guiding semi-structured interview questions for secondary school 
geography teachers. 
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Appendix 13: Classroom observation schedule. 
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practices 
Table 3.2: The types of dialogue according to commitments, goals and instructional 
methods and a summary description of the dialogue types 
Table 4.1: Summary of data collection process 
(b)List of figures. 
Figure 2.1 A summary of CP premises 
Figure 3.1. The constructivist learning process in geography 
Figure 3.2. An advanced illustration of Shulman’s major categories of teacher’s 
knowledge base for LCT 
Figure 4.1.A self-developed research model 
Figure 7.1. An integrated curriculum based LCT classroom practice model 
Figure 7.2.A self-developed framework for classroom organisation and management 
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Appendix 15: Glossary of acronyms and research terms. 
 
 
ACSEE: Advanced Certificate of Secondary Education Examinations 
ADEEWR: Australian Department of Education, Employment, and Workplace 
Relations 
AMfEST: Australian Ministry for Education, Science and Training 
APA: American Psychological Association 
APABEA: American Psychological Association Board of Educational Affairs 
CBG: Blend of Chemistry, Biology and Geography 
CP: Critical Perspective 
CSEE: Certificate of Secondary Education Examinations 
DFA: The Dakar Framework for Action 
DoIMU: Director of Iringa Municipal Council 
DTT: Diagnostic Teaching Techniques 
ECE: Early Childhood Education 
EGM: Blend of Economics, Geography and Mathematics 
EMS: Environmental Management and Sustainability 
ESDP: Education Sector Development Program 
ESR: Education for Self-Reliance 
GoURT: Government of the United Republic of Tanzania 
HGL: Blend of History, Geography and English Language 
HGK: Blend of History, Geography and Swahili language 
IE: Inclusive Education 
LCT: Learner-centred teaching 
MEO: Municipal Education Officer 
NECTA: National Examination Council of Tanzania 
PGM: Blend of Physics, Geography and Mathematics 
PSNE: Primary School National Examinations 
SEDPs: Secondary Education Development Plans 
SNE: Special Needs Education 
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SOSE: Social Science Education 
TALULAR: Is an acronym for teaching and learning using locally available 
resources 
TAP: Technology Assistant Program 
TGSID: Tanzania’s Government School Inspectorate Department 
TIE: Tanzania Institute of Education 
TMoEVT: Tanzania Ministry of Education and Vocational Training 
TMoEC: Tanzania Ministry of Education and Culture 
TMRALG: Tanzania Ministry of Regional Administration and Local Governance 
TETP: Tanzania Education and Training Policy 
WEF: World Education Forum 
Education for self-reliance (ESR): A philosophy of education stating that the major 
purpose of an educational system should be to prepare all people for a meaningful 
and productive life. It also includes teaching and learning that link theory and 
practice (Nyerere, 1967). 
Effective geography teaching: High level of facilitation of geography learning by 
promoting students’ participation, creativity, curiosity, and critical thinking and 
problem-solving skills (Shulman, 1987; Killen, 2007). 
Learner-centred teaching: An approach to teaching and learning that is 
characterised by an active involvement of students. Teachers focus on developing 
students’ critical perspectives and reflections regarding geographical concepts, 
principles and the spatial distribution and relationships of geographical phenomena 
based on their contextual-cultural experience (Dewey; 1966; Fosnot, 1996; Freire, 
1970). 
Pedagogical reasoning and action: Include teacher’s decision-making processes 
and the resulting teaching strategies, processes and reflections (Shulman, 1987; 
Nuthall, 2002). 
Teaching/learning context: Location that could be a class, school, a community, or 
a country where learner-centred instruction is practiced (Sullivan, 2009). 
 
 
